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1  INTRODUDCTION 
In recent years there has been significant interest in the multilingual aspect of language 
education.  The number of people around the world who use the English language as a form of 
communication is growing rapidly.  As a result, the matter of teaching English as a foreign 
language is more important than ever before.  According to statistics from the United Nations 
(2013), since 1990 the migrant population around the world has increased by 50.1% (77 million).  
Many countries have experienced an influx of immigrant students who are not fluent in the 
language of instruction in schools.  This relatively new phenomena has been followed by 
numerous studies that have focused on teaching English in classroom settings (Hunt & Beglar, 
2005; Williams, 2012).  Although there has been a considerable amount of research directed at 
teaching English as a foreign language, and multilingualism, independently, few researchers have 
focused on the connection between the theoretical aspects of multilingualism, and the practical 
classroom settings.   
It is for this reason that this study has focused on the relationship between multilingualism 
amongst students, and the instructional strategies used in classroom settings.  My personal 
experience teaching English in multilingual classrooms initially sparked the interest in this issue, 
and was used as motivation to gain more knowledge on the topic  The positive attention that 
education in Finland has received (Reinikainen, 2012; Hancock, 2011; Sahlberg, 2007) peaked 
my interest about the approaches that Finnish teachers take towards multilingualism.  
Consequently, this study was formed on the basis of that interest, and aimed at identifying the 
differences between Finnish, and American multilingual classrooms.  Though my personal 
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interest was the starting point of this research, the significance of the results reach far beyond 
individual curiosity.  The results of this study on multilingualism in foreign language education 
have value on a local, and global scale.  The issue of foreign language teaching, and 
multilingualism is not only of interest personally, but it is also relevant to researchers, and 
teachers around the world who aim to increase foreign language acquisition through classroom 
teaching.     
KEY CONCEPTS 
As a preface, key concepts used throughout this paper have been defined in order to clarify the 
topic.  The definitions are as follows: 
The Council of Europe (2001) defines multilingualism as the representation of more than one 
language in a particular location.  On the same note, I define a multilingual classroom as a 
group of students who have more than one mother tongue represented.  For instance, a Finnish 
classroom comprised of both students who speak Finnish as their mother tongue, and students 
who speak Russian as their mother tongue, would be considered a multilingual classroom.  
The exact definition of English as a foreign language, and English as a second language are not 
completely agreed upon.  The Council of Europe (2009, p. 4) defines a foreign language as one 
that is “not normally used within a society”.  Whereas, the Texas Education Agency (n.d.) states 
that a student “whose primary language is other than English” is an “English Language Learner”.  
For the sake of this study I have chosen to consider students who are learning English as a 
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foreign language (EFL) as any student who is learning English, and has a mother tongue other 
than English.  An example of this case would be a native Spanish speaking student who is 
learning English in an American classroom.  This student is described as learning English as a 
foreign language for the purpose of this study.   
Based on the definition provided by Alberta Learning (2002), I have defined instructional 
strategies as the techniques that teachers use to help students increase their knowledge about a 
particular concept.     
Primary school teachers in Finland are those who teach grades one through six (Maaranen, 2010, 
p. 490).  In the United States, the exact makeup of a primary school can differ.  In Texas, a 
teacher must hold a certification in early childhood through sixth grade to teach at the first grade 
level (Texas Education Agency, n.d.), and children are required to start school when they are six 
years old (Texas Education Code, n.d.).  Therefore, primary school, in the context of this paper, 
will be defined as first through sixth grade.  
I have aligned the definition of the term, student, with the second definition in the Merriam-
Webster dictionary (n.d.), which is “a person who studies something”.  Meaning, a student is a 
person who is enrolled in some form of studies; the studies can include primary school through 
university higher education.                         
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THE CONTEXT OF THIS STUDY 
A common assumption, in the field of language education, is that young children learn foreign 
languages with greater ease than adults.  This widely agreed upon assumption has led many 
schools to implement foreign language studies at an earlier age. (DeKeyser, 2012, p. 455.)  This 
is also the case for some schools in the United States, and Finland that have foreign language 
programs beginning in the first grade.   A study by Gass, Mackey, and Ross-Feldmann (as cited 
in Williams, 2012, p. 542) suggests that one factor which affects how children learn foreign 
languages is the way learners interact with the target language, and other individuals.  
Consequently, it is important to gather data on the tasks, and instructional strategies teachers use 
in classrooms.   
Multilingualism in the classroom adds an additional element to language teaching.  Therefore, it 
is imperative that teachers understand this dynamic, and its effect on the classroom.  Many 
teachers view multilingual classrooms as an added challenge in their mission to educate students 
according to standards (Hite & Evans, 2006, p. 89).  Hite and Evans (2006) conducted a study 
amongst first grade teachers in Florida in which they asked teachers to discuss the strategies that 
they use with English language leaners (ELLs).  The results exhibited a number of instructional 
strategies, reported by teachers, which are also used in monolingual first grade classrooms 
including, using peers as teachers, and teacher modeling.  The reported similarity between 
instructional strategies used in monolingual, and multilingual classrooms amongst the teachers in 
this study seems to suggest that multilingualism may not present a significant change in the 
classroom dynamic.  Thus, it is necessary to conduct additional research in different countries on 
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the instructional strategies that are used in similar contexts.               
Researchers (Morgan, 2014; Hancock, 2011; Sahlberg, 2007) have praised the Finnish education 
system for its success in offering students a high quality education.  This praise has gained the 
attention of other researchers, and countries around the world looking to discover what exactly 
leads to their success.  The need for foreign language proficiency in Finland is much higher than 
many other European countries due to the small amount of people who speak the national 
languages outside of the country (Hildén & Kantelinen, 2012, p.161).  This would suggest that 
there is a considerable amount of attention given to foreign language education throughout the 
country, an assumption supported by Hildén and Kantelinen (2012).  Given the success of 
Finnish education on a global scale, and its high commitment to language education, researchers 
are particularly interested in the specifics of Finnish classroom teaching.                
In recent years there has been a significant increase of immigrants to Finland.  In 2013, the total 
number of immigrants was the highest (31,940 people) it has been since 1917 (Official Statistics 
of Finland, 2014).  In response, there has been more attention to multiculturalism within 
teaching.  Although there is much emphasis on multiculturalism, and language teaching, few 
studies have investigated the realities of language classrooms (Harjanne & Tella, 2009, p. 144).  
In the United States, research has focused on reporting the instructional strategies that teachers 
use to teach English as a second language (ESL) students (Hite & Evans, 2006; Soto-Hinman, 
2011).  Studies which compare the reality of multilingual language classrooms in different 
countries are lacking.   Comparisons have the ability to divulge the unique aspects of a situation.  
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These unique elements may lead to a greater understanding of the issue overall, thus exposing 
various avenues of the field that need to be further investigated.         
In order to address the present issue, this study has aimed to identify how teachers in the United 
States, and Finland approach language teaching in a multilingual context.  Teachers in both 
countries were asked to report instructional strategies that they use to teach English as a foreign 
language with a multilingual group of first grade students.  The responses were compared 
between the two countries to expose any variation.  This purpose of this study was to increase the 
amount of research in the field of foreign language education, specifically regarding multilingual 
classrooms.  Gathering data on teachers’ instructional strategies in different countries is 
beneficial to both researchers, and teachers striving to understand the various factors which 
influence foreign language acquisition.    
The remainder of this paper is divided into five sections: research questions, theoretical 
framework, methodology, results and discussion, and conclusion.  Chapter 2 outlines the research 
questions developed for this study.  Chapter 3, the theoretical framework, presents current 
research on foreign language acquisition, and teaching; multilingualism; and the education 
systems in the United States, and Finland.  Chapter 4, methodology, outlines the development of 
this study, and the methods used in conducting the research.  Chapter 5, results and discussion, 
presents the findings of the study, and compares them to existing research on the topic.  To 
conclude, chapter 6 discusses implications of the results to the field of language education, and 
presents suggestions for further research.       
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2  RESEARCH QUESTIONS 
The research questions that are presented are the result of a personal interest in the topic, and a 
global need for more research on multilingualism.  These initial research questions were the 
starting point of this study, and provided the context in which the research took place.  Over the 
course of this study the research questions were reformulated to more accurately describe the re-
sults (see p. 62-63 for the final research questions).  The overall aim of the study was to investi-
gate the effects that multilingualism has on specific instructional strategies that are used by 
teachers in the United States, and Finland.  The following research questions were developed as a 
result:  
1. What instructional strategies do teachers report using to teach English as a foreign 
language in first grade classrooms the United States? 
2. What instructional strategies do teachers report using to teach English as a foreign 
language in first grade classrooms Finland? 
3. In what ways are the instructional strategies used in multilingual classrooms similar, and 
different between the United States and Finland? 
4. How do teachers, in the United States, and Finland, approach teaching to a multilingual 
group of students? 
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3  THEORETICAL FRAMEWORK 
Presently, there has been substantial research conducted on foreign language instruction, and 
strategies used for language acquisition in the classroom (Forsman, 2010; Kirkland & Patterson, 
2005; Foster & Snyder Ohta, 2005).  This chapter aims to evaluate teaching English as a foreign 
language in the context of multilingual classrooms in the United States, and Finland.  In order to 
accomplish this aim, current research has been compiled on the theories, approaches, and 
strategies used within foreign language education.  The basic primary school structure, and the 
specifics of foreign language education in the United States, and Finland has also been compiled, 
and compared.  Additionally, current research on multilingualism is presented, and discussed. 
 The chapter is divided into three sections: Language in context; Multilingualism; and Education 
in the United States, and Finland.  Section 3.1, on instructional strategies using language in 
context, describes current theories, approaches, and strategies which promote the integration of 
foreign language into meaningful contexts.  Section 3.2 discusses modern research, and ideas 
about multilingualism by prominent researchers in the field of foreign language education.  
Ultimately, section 3.3 presents the structure of primary schools in the United States, and 
Finland.  This includes government regulations regarding school policies, mandated curricula, 
and foreign language requirements in primary school.             
3.1  Theories, approaches, and instructional strategies using language in context 
Many theories, approaches, and instructional strategies used in the field of language acquisition 
are based on the importance of using language in context.  Using language in context is to make 
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meaning of language in a specific situation or for a certain purpose (Mackey, Abbuhl, & Gass, 
2012; Scarino, 2014); the use of language then becomes essential in some form.  In the following 
section, current research on contextual language use has been compiled, and presented.  The re-
search includes theories, which are the foundation for classroom language teaching, along with 
practical implications in the form of teaching approaches, and strategies.       
3.1.1  Interactionists’ Position on Foreign Language Acquisition 
3.1.1.1  Foundational concepts of the interactionist approach to foreign language acquisi-
tion 
The interactionist approach, which originally developed from the interactionist hypothesis, has 
been given significant attention by researchers in recent years.  Mackey et al. (2012) credit 
Stephen Krashen's input hypothesis as the initial influence to the interactionists’ ideas.  Krashen’s 
(1982,) input hypothesis states that language is acquired when input is just beyond a learner’s 
current language level.  In other words, the hypothesis asserts a formula for language acquisition 
which occurs when the learner receives language input that is barely higher than his current lan-
guage level.  This type of input is defined as comprehensible input. (Krashen 1982, p. 20-24.)  
Long (as cited in Mackey et al., 2012, p. 8) took comprehensible input, and language acquisition 
a step further by arguing that both occur as a result of scenarios in which native, and non-native 
speakers negotiate communication to create understanding.  The interactionist hypothesis differs 
from the input hypothesis in that the former involves a two-way interaction, whereas the later 
places sole importance on input.    
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Interactionists have elaborated on the fundamental idea that interaction leads to language acquisi-
tion by presenting several specific factors that influence language development.  Mackey et al. 
(2012) claim that the significance of interaction in second language acquisition is no longer dis-
puted among researchers; it is generally viewed with certainty that interaction promotes language 
development.  The benefits in language development are primarily the results of diverse input, 
leaner output, and feedback.  (Mackey et al., 2012, p. 7-10.)  Pica (1996) emphasizes the impor-
tance of learner output in developing foreign language skills.  She argues that in order to produce 
output it is necessary for the learner to pay attention to the language during interactions.  This 
notion of paying attention to language involves understanding meaning, planning language for 
use, and then producing language.  (Pica, 1996, p. 4-6.)  Interactionists believe that the interac-
tion between two individuals (one generally of higher language skills in the target language) can 
lead to increased attention by working to create meaning (Ariza & Hancock, 2003, p. 3; Mackey 
et al., 2012, p. 9).  This importance placed on interaction is reflected in many language class-
rooms today through the choice of instructional strategies, tasks, and classroom environment.          
3.1.1.2  Practical classroom applications of the interactionist approach 
Researchers seeking to apply the ideas from the interactionist approach have focused on two 
main concepts: task-based learning, and focus-on-form (Mackey et al., 2012).  The objective of 
these approaches is to allow students to discover new linguistic elements through meaningful 
tasks.  (Mackey et al., 2012, p. 14-16.)  Through interactions learners negotiate meaning by ad-
justing input and output, thus making it comprehensible (Foster & Snyder Ohta, 2005, p. 
405-407.)  The negotiation of meaning creates an opportunity for language development in for-
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eign language leaners.  The focus on form during tasks has been viewed as increasingly impor-
tant in foreign language acquisition.  Skehan (2003, p. 2) describes a common view held amongst 
interactionist researchers in which it is believed that a focus on form must be present in order for 
effective language acquisition to occur.  This idea is consistent with Pica’s (1996) argument that 
the learner must pay attention to the language in some sense in order to develop their language 
skills.  Many instructional strategies have been developed, and used in classrooms on the basis of 
these ideas.        
Information gap tasks are a commonly used instructional strategy that may promote a greater fo-
cus on linguistic elements in foreign language learners.  An information gap task requires the 
learner to discern the difference between a group of objects in order to restore them to their orig-
inal state (Kuiken & Vedder, 2012, p. 370).  An example of this type of task would be asking a 
learner to reorganize sentences in a story, and then put them in the correct order.  The student 
would be expected to discuss their results with peers, and explain their reasoning.  In general, 
these tasks require the learner to discover a missing piece of information by communicating 
clearly with others which frequently elicits the negotiation of meaning (Foster & Snyder Ohta, 
2005, p. 405).  This type of task encourages meaning making between individuals, which is con-
sistent with the ideas of interactionists.    
Although the focus on form through meaningful tasks is commonly regarded as beneficial in for-
eign language acquisition, several researchers have noted a variance in outcome based on the in-
dividual (Skehan, 2003; Mackey et al., 2012; Murphy, 2003).  Murphy (2003) studied a group of 
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eight students in England who participated in three different task based exercises, and discovered 
that the individual characteristics of each student affected the way that they completed the task.  
From his findings, he suggests that the individual student may have more effect on the outcome 
than the structure of a task.  (Murphy, 2003, p. 354-358.)  Seedhouse (1999, p. 155) also ques-
tions some of the benefits of task-based learning claiming that it only allows students to engage 
in one particular type of communication.  It seems that more research needs to be conducted in 
order to further determine the practical benefits of using task-based focus on form for foreign 
language learning in the classroom.       
3.1.2  Complexity theory for foreign language acquisition 
The application of complexity theory to second language acquisition (SLA) has prompted a shift 
towards a more dynamic way of thinking about language.  Larsen-Freeman (1997) first advocat-
ed for a change in thinking about second language acquisition by deviating from the idea that 
languages are linear, and static systems, and moving towards a more flexible, dynamic theory 
that would better encompass the complexity of the field.  In her initial article arguing for the va-
lidity of complexity theory in second language acquisition, Larsen-Freeman (1997, p.142) de-
scribed the connections between the chaos found in the physical sciences, and SLA to clearly il-
lustrate her argument.  Primarily, she argues that second language acquisition can be viewed as 
dynamic in that language is ever changing, and evolving.  The dynamic view of language comes 
from the ever-changing, and evolving use of language systems (Shakouri, Teimourtash, & 
Temourtash, 2014, p.1505).  Thus, meaning is made through dynamic interaction between lan-
guage users.  Larsen-Freeman (1997, p. 151) says “the very phrase ‘target language’  is mislead-
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ing because there is no endpoint to which the acquisition can be directed”.  She further describes 
it as complex because of the multitude of factors that can affect language develop, such as input, 
age, and motivation.  The non-linear nature of second language acquisition can be seen in the 
non-systematic progression of language skills, in that learners do not simply acquire one new 
feature at a time.  Finally, she uses chaos to describe the times in which the language learner 
seems to regress in development, and makes the mistakes of learners at a much lower language 
level.  Hohenberger and Peltzer-Karpf (2009) describe similar characteristics which describe the 
theory of dynamic systems, which Larsen-Freeman (2007) views as complementary to the com-
plexity theory in regard to SLA.  They believe that the acceptance of complexity theory, and dy-
namic systems theory would have positive effects in the field of foreign language acquisition.   
Larsen-Freeman (1997) thinks that researchers are wasting their time by focusing on the individ-
ual parts of the issue when they should focus on a more comprehensive picture of foreign lan-
guage learning.  She argues that this would discourage researchers from prematurely settling on 
solutions to a very complex issue. (Larsen-Freeman, 1997, p. 151-158.)  Harshbarger (2007 p. 4), 
agrees with this view in the respect that approaching language learning through the ideas of 
complexity theory would be beneficial to the field of language.   He identifies several elements 
of second language learning in respect to complexity theory in order provide the foundation for a 
practical application of the theory.  Amongst the elements presented are engagement, meaning 
making, and attention to language, which are also found in the ideas of interactionists (Mackey et 
al., 2012; Pica, 1996).  He acknowledges that initially the implications of this novel approach to 
language learning may not appear to create profound effects in practical situations, such as class-
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room learning, however the long-term effects will likely result in more effective learning. 
(Harshbarger, 2007.)      
   
When viewing practical classroom instruction through a complex lens, the primary focus   
is on individual learning.  Harshbarger (2007, p. 13) argues for three changes in education: em-
phasis on individual learning processes; teachers as resources, and models; and a shift in assess-
ments to focus more on students’ long-term goals.  In her later work, Larsen-Freeman (2012, p. 
78) echoes Harshbargar’s (2007) promotion of the individual in the language learning process by 
discussing how multilingual learners’ ability to reference a variety of languages impacts the way 
learners acquire language.  In De Bot, Lowie and Verspoor’s (2005) comprehensive analysis of 
second language acquisition, the researchers present several justifications for enforcing a dynam-
ic model.  According to their explanation, when learning a new term in the target language a 
learner does not need to re-learn the concept if the concept of the word is already known in their 
mother tongue.  Counter to this process, many situations may require the learner to engage in 
repetitive activities in order to fully grasp the concept of the new word in the target language.  De 
Bot et al. (2005) see value in meaningful activities that allow the learner to make connections 
between new, and old information.  (De Bot, et al., 2005, p. 53-54, 64.)  Larsen-Freeman (2012, 
p. 82-83), presented a similar idea in which learners are encouraged to engage in meaningful ac-
tivities where they can revise the same concepts, from various entry points.  The application of 
these ideas, and instructional strategies could have profound effects on individuals’ foreign lan-
guage learning, particularly in multilingualism contexts.     
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3.2  Multilingualism and pluralingualism 
Multilingualism is commonly defined as the presence of more than one language in a particular 
locality (Council of Europe, 2001).  For the purposes of this paper,  I have chosen to align my 
interpretation of multilingualism with the definition provided by the Council of Europe (2001, p.
8), which describes it as “the presence in a geographical area, large or small, of more than one 
‘variety of language’” (see key concepts).   
Pluralingualism, on the other hand, refers to an individual’s diverse repertoire of languages.  The 
Council of Europe (2001) explicitly states that a pluralingual individual has varying levels of 
language competence amongst different languages, making it “the opposite of monolingualism”.  
Smeds (2007, p. 70) calls into question the idea of monolingualism, arguing that the concept has 
been artificially constructed, and monolingual speakers may not even exist.  Although this idea 
may seem extreme, the notion that the majority of individuals have more than one language at 
their disposal, in some form, is highly reasonable today.  Shiels (2010, p. 316) describes an indi-
vidual’s pluralingual collection of languages as “dynamic and [it] changes in its composition 
throughout an individual’s life”.  The Council of Europe has developed an overarching frame-
work, called the Common European Framework of Reference (CEFR), which was developed as 
a tool for educational stakeholders to use as a comprehensive, and shared foundational under-
standing of languages (Shiels. 2010, p. 318).                              
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3.2.1  Language learning as a dynamic process 
The dynamic process that involves making sense of a new language by using one’s knowledge, 
and experiences in various languages is the reality in modern day classrooms.  However, ap-
proaching language learning as a narrow, horizontal process of acquiring an additional language 
is still a popular model of foreign language education (García & Sylvan, 2011, p.387).  Accord-
ing to Scarino (2014), this view of language learning must be replaced by a more realistic repre-
sentation of the complexity that is involved in language learning today.  She describes learners as 
fluidly moving between multiple languages to make sense of a new language (Scarino, 2014, p.
388).  The way an individual interacts with language is the result of the complexity of each indi-
vidual’s language competence in which meaning is made through the interaction between one’s 
past experiences, and new information.  Borzova (2009, p. 159) refers to the interplay between 
past experiences, and new concepts as the recycling of language, and argues that it is necessary 
in language development.  Scarino (2014, p. 391) summarizes this interconnectedness: “a reflec-
tive understanding of language and its use emphasizes that language and meanings cannot be un-
derstood as separate from the people as users of language”.  Each individual is an integral part of 
the language system and should be viewed as such in language education.        
  
In order to reformulate the view of language education as a one-dimensional process, García and 
Sylvan (2011, p. 386) use the concept of “singular plurality” to describe the vast differences in 
language, culture, and education in multilingual classrooms.  This concept refers to an individ-
ual’s unique understanding of languages in diverse situations (García & Sylvan, 2011).  In a 
classroom setting, each student brings their own conceptions about language, which are formed 
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from individual experiences.  The concept of singular plurality seems to be a direct reflection of 
pluralingual individuals (Council of Europe, 2001) learning concurrently.  The result of a class-
room which consists of pluralingual students is a setting where there are a multitude of different 
angles in which students approach a new language.  Due to this reality in most classrooms today, 
García and Sylvan (2011, p. 386) state that “we must learn to focus on teaching individuals with-
in the multilingual classrooms in which the plurality is created by paying attention to the singu-
larity of the individual student”.  Instructional strategies should, therefore, naturally evolve to 
address the learning process of the individual students.                      
3.2.2  Language teaching in a multilingual classroom 
One method that has been introduced to address the complexities of multilingual classrooms is 
referred to as “translanguaging”.  García (as cited by Scarino, 2014, p. 388) defines translan-
guaging as the process of using one’s entire language collection, purposefully calling upon dif-
ferent languages to create understanding.  This process has been promoted for use in classrooms 
by multiple researchers (Scarino, 2014; Makalela, 2015; García & Sylvan, 2011) who recognize 
the need for a shift in language education.  Through Scarino’s (2014) case study research, explor-
ing teachers’ understandings of language teaching, she found that it is necessary for teachers to 
gain a well-developed understanding of the complexities of language learning, and their own 
personal interpretation of language.  It is for this same reason that Makalela (2015) argues for a 
different type of teacher education to facilitate foreign language learning in modern classrooms.   
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The strategies commonly used in monolingual structured systems do not allow leaners to use 
their entire language repertoire to create meaning (Makalela, 2015).  As García & Sylvan (2011, 
p. 387) illustrate, a linear form of instruction in which the focus is the target language, inhibits 
the natural, multidimensional process that multilingual students have at their disposal.  Complex-
ity theory (Larsen-Freeman, 1997), and dynamic systems theory (Hohenberger and Peltzer-Karpf 
(2009) also support this change in foreign language teaching.  In order to discern the effects of 
translanguaging, Makalela (2015) studied two groups of pre-service teachers.  One group of fu-
ture teachers received traditional forms of instruction, and the other was taught using translan-
guaging strategies.  The results illustrated positive effects, both cognitively and socially, in the 
future teachers’ understanding of language.  Thus, he argues for the integration of translanguag-
ing in teacher education programs to assist teachers in developing an understanding of their own 
interaction with language.  In doing this, Makalela (2015) believes teachers will be better 
equipped to facilitate their students’ language development. (Makalela, 2015, p. 396-399.)       
                              
3.3  Education in the United States and Finland 
Education in any country is comprised of a multitude of elements, including teacher’s education, 
and perceptions about learning; school structures; and standardized curricula.  In order to devel-
op an understanding of the whole, one must look closely at the individual parts.  Each element 
plays an important role in establishment of a system of education.  In a similar manner, there are 
several factors that impact the instructional strategies teachers use in the classroom.  To better 
understand the reasoning behind certain instructional strategies chosen by teachers, a review of 
these influential elements must be presented.  In this section, three key aspects of American, and 
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Finnish education are covered.  The elements discussed include primary school teacher educa-
tion; the basic structure of primary school, and first grade curriculum; and foreign language edu-
cation at the first grade level.  The three different elements are then compared between the Unit-
ed States, and Finland to illustrate the differences, and similarities amongst the two countries.       
3.3.1  Teacher education 
The instructional practices implemented by teachers are influenced by the education they receive 
regarding teaching, and learning.  Studies have shown that there is a direct link between the qual-
ity of teacher education, and the development of students as future teachers (Lunenberg, Ponte & 
Van de Ven, 2007).  The content that is covered during teacher education programs provides the 
foundation of knowledge, and skills which teachers implement during their future profession 
(Rasmussen & Bayer, 2014, p. 799).  Consequently, teacher education programs play a signifi-
cant role in the quality of a future teacher, and in turn, the academic success of their students 
(Darling-Hammond, 2000, p.168-171).  Marzano (2003, p. 74) illustrates the powerful effects 
that teacher effectiveness has on student achievement by citing numerous scenarios in which stu-
dent achievement dropped considerably under the instruction of ineffective teachers.  In order to 
accurately understand the differences in teaching strategies between the United States, and Fin-
land, basic knowledge of the teacher training process is essential.   
Teacher education in the United States 
In the United States, the path to becoming a teacher can vary to a great degree considering each 
state has their own requirements for certification.  One common characteristic across all states is 
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that a teacher must complete a bachelor’s degree, and state exams in order to work as a teacher.  
The Texas state exams for primary school teachers include a general exam on the core subjects 
taught in early childhood through sixth grade, and an exam on one’s professional responsibilities 
as a teacher.  Students who are traditionally trained as teachers in the United States complete 
their studies in a university setting.  A future primary school teacher typically majors in the field 
of education, which includes 14.5 weeks in practical student teaching.  The institutions that edu-
cate future teachers are obligated to follow standards which are mandated at a national level.  
(Roth & Swail, 2000, p. 9-10.)    
Although teachers are required to obtain a bachelor’s degree, it is not required that their degree is 
in the field of education, or the subject that they plan to teach.  There are various types of alterna-
tive certification programs that provide an accelerated path to becoming a teacher.  Alternative 
certification programs ensure that teachers complete the basic requirements that permit them to 
take the state exams.  According to Roth & Swail (2000, p. 12), “the purpose of alternative certi-
fication is to provide a pathway for people to enter teaching that does not require the traditional 
undergraduate, four-year path”.  With some programs requiring as few as five weeks training be-
fore beginning full-time teaching in the classroom, the range of content covered is not as exten-
sive as university training programs.  In certain instances a person may even be allowed to work 
as a teacher without having the necessary certifications.  For example, Wayman et al. (2003, p. 
35) describe such a program in Colorado where non-certified teachers are allowed to work as a 
full-time teacher while they are in the process of obtaining their certification.  These situations, 
in which teachers are granted special conditions, are labeled  “emergency certification” (Roth & 
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Swail, 2000, p. 17).  Due to the vast differences in certification programs it is difficult to deter-
mine the content of teachers’ previous studies.    
Teacher education in Finland 
In Finland, teaching as a profession is highly competitive, and valued (Toom & Husu, 2012).  
The number of individuals who apply to teacher education programs in Finland far out number 
the accepted number of applicants (Toom & Husu, 2012, p. 45).  Students aiming to become 
primary school teachers in Finland must complete approximately five years of higher education, 
which includes a bachelor’s, and master’s degree.  At the end of their study period, each student 
must complete a master’s thesis on a topic relevant to their field of study. (Maaranen, 2010, p. 
490; Niemi, 2012. p. 29-32.)  Kansanen (2007, p. 132) summarizes the central concept of teacher 
education in Finland: “the basic idea of the Finnish teacher education is to educate competent 
teachers for society’s educational system and to develop the kind of professional quality in its 
teachers to ensure a lifelong teacher career”. 
An emphasis on teachers as researchers is given throughout Finnish teacher education.  Research 
has been integrated into the teacher education program, which aims to develop teachers who are 
able to think critically about their future profession (Niemi, 2012, p. 32).  In their study compar-
ing teacher education programs between four different countries, Rasmussen & Bayer (2014, p. 
812) observed a high degree of content taught on research-based knowledge in Finnish teacher 
education programs, confirming this claim.  Maaranen (2010) interviewed twenty-three recent 
graduates in order to reveal the effects of a research-based teacher education program on think-
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ing about teaching,.  From her discussions, she discovered that all of the students viewed the 
master’s thesis research as having positive effects, including positive effects on teachers, stu-
dents, parents, and even the larger community.  Additionally, the students in the study viewed 
personal and/or collective reflection as a crucial aspect of their job as a teacher. (Maaranen, 
2010, p. 497-498.)  Kansanen (2007, p. 132) highlights reflection as a central skill that teachers 
must possess to gain further knowledge in the field.  According to Kohonen (2001, p. 13), “to 
understand others, the teacher needs to be engaged in the process of reflective self-understand-
ing”.  In line with these views, research is introduced from the beginning of Finnish teacher edu-
cation, and integrated into courses throughout to develop future teachers’ research-based think-
ing.   
In order to integrate theory with practice, interaction with practice schools is encouraged from 
the beginning of the Finnish teacher education program.  Theoretical studies are emphasized dur-
ing the practice teaching periods so that students have the opportunity to develop more knowl-
edge to inform their teaching, and become autonomous teachers.  (Niemi, 2012, p. 34-35.)  
Kansanen (2007, p. 134) argues that the skills required to conduct master’s thesis research are 
beneficial for making decisions as a future teacher.  For example, he makes a connection be-
tween the understanding of research design, and making decisions about the instructional strate-
gies to use in the classroom.  (Kansanen, 2007, p. 133-135.)  Overall, by evaluating and criticiz-
ing teaching, a teacher in Finland should be able to make rational decisions using research-based 
thinking to inform teaching practices (Niemi, 2012, p. 33). 
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Comparison of teacher education in the United States and Finland 
Becoming a primary school teacher in the United States, and Finland varies considerably from 
the beginning of the process.  In Finland, there is only one track of teacher education, which in-
cludes a bachelor’s, and master’s degree.  The specific major depends on the type of teacher; 
class teachers major in the field of education, and subject teachers major in their chosen subject, 
both of which culminate with a master’s thesis (Niemi, 2012; Hildén & Kantelinen, 2012, p. 
168).  The master’s thesis is a highly important aspect of a teacher’s education in Finland, and is 
believed to influence a teacher’s approach in the classroom (Niemi, 2012, p. 32).  In contrast, the 
United States has many different routes available for those who desire a career as a primary 
school teacher.  One option is through a bachelor’s degree in education, along with the successful 
completion of the appropriate certification exams.  However, teachers are not required to hold a 
bachelor’s degree in the field of education as future teachers may enroll in one of the many alter-
native certification programs that provide the necessary, state-mandated training.  These pro-
grams allow teachers to complete the minimum training requirements in a condensed period of 
time to gain eligibility to take the corresponding certification exams.  (Roth & Swail, 2000.)  The 
stark contrast of routes to becoming a teacher in the U.S., and Finland may influence the differ-
ences found in the education systems, and teacher’s instructional choices.      
The programs offered to future teachers in the United States, and Finland also vary considerably 
in the coursework.  Corresponding with the high importance that Finland places on the quality of 
teacher education, the link between theory, and practice is given a substantial role in the universi-
ties’ curriculum (Niemi, 2012, p. 34).  The ability to develop connections between educational 
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theory, and practical situations is regarded as an essential skill in Finnish teachers (Toom & 
Husu, 2012, p. 45; Tryggvason, 2009).   Thus, teacher educators strive to educate their students 
using methods that encourage them to become autonomous teachers (Tryggvason, 2009, p. 
371-374).  The value placed on theory, and its role in practical teaching environments, exhibits 
certain standards that are upheld throughout teacher education in Finland.  This is in direct con-
trast with the assortment of programs found in the United States.  Universities are required to 
follow basic state-mandated guidelines in the design of their teacher education programs, how-
ever, considering the significant differences that can be found in alternative certification pro-
grams it is difficult to evaluate the quality of education overall (Wayman et al., 2003, p. 35).  The 
manner in which teaching is approached by American teachers, who receive various forms of 
education, may also vary to a greater degree than Finnish teachers, who receive a highly uniform 
education in teaching.                                                  
3.3.2  Primary school 
The differences in the school structures can influence the instructional choices that teachers make 
in the classroom.  It is for this reason that an overview of the primary schools, and the standard-
ized learning objectives in the United States, and Finland is discussed in this section.      
Primary school in the United States 
The structure of primary schools in the United States is largely determined by state.  Due to large 
number of regulations, it is beyond the scope of this paper to outline each state’s primary school 
policies.  Therefore, this paper focuses on the laws, and policies implemented in the state of 
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Texas.  It should be noted that the description of primary schools in Texas may not reflect the 
entirety of the educational policies in the United States.     
Children in Texas are required to enroll in a primary school by the age of six, and attend school 
until they are eighteen years old, or until they have earned a high school diploma (Texas Educa-
tion Code, n.d.).  The Texas Essential Knowledge and Skills (TEKS), mandated by the Texas 
Board of Education, is the curriculum standards which schools are required to follow.  In the sec-
tion titled “English Language Arts and Reading”, under first grade, there is an extensive list of 
standards that address a variety of skills in reading, writing, research, listening and speaking, and 
oral and written conventions (Texas Education Agency [TEA], 2014).  The Texas Board of Edu-
cation states that students in the first grade “will engage in activities that build on their prior 
knowledge and skills in order to strengthen their reading, writing, and oral language skills” as the 
main objective (TEA, 2014b).   
Students who have a mother tongue other than English are taught using the same standards as 
native English-speaking students.  However, the Board of Education specifies that these specific 
students should be given the opportunity to use their mother tongue to make sense of concepts in 
English (TEA, 2014b).  The standards are explicit in outlining the holistic approach to teaching 
that should be taken with “English Language Learners” (TEA, 2014b).  The TEKS states that 
“developing fluency, spelling, and grammatical conventions of academic language must be done 
in meaningful contexts and not in isolation” (TEA, 2014b).  This statement reflects the idea that 
effective teaching, and learning of language should have a purpose.   
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The standards that are defined in the English Language Arts and Reading section of the TEKS 
are divided by category.  Following each category are specific sub-skills that are compulsory for 
first grade students.  To illustrate the specificity of the standards several TEKS sub-skills are pre-
sented. 
Included under the subject of reading: 
 - recognize the distinguishing features of a sentence (e.g., capitalization or first word,  
 ending punctuation) 
 - distinguish between long- and short- vowel sounds in spoken one-syllable words (e.g.,  
 bit/bite) 
 - identify important facts or details in text, heard or read 
Included under the subject of writing: 
 - edit graphs for grammar, punctuation, and spelling using a teacher-developed rubric 
 - write short poems that convey sensory details 
 (TEA, 2014b). 
Teachers are required to teach each standard that is outlined in the TEKS document, however, 
they are given the opportunity to devise lessons in the manner that they see appropriate.  In this 
respect, teachers have the ability to structure their teaching based on an individual, or a particular 
group of students.     
    !30
Primary school in Finland 
In Finland, students begin obligatory schooling at the age of seven, and continue until seventeen 
years old (Finnish National Board of Education, 2004).  Each school in Finland is required to 
align their curriculum with the aims devised by the national core curriculum.  The national core 
curriculum provides broad objectives, and encourages schools to develop their own curriculum 
based on the national objectives (Niemi, 2012, p. 28-29; Vitikka, Krokfors, & Hurmerinta, 2012, 
p. 84).  Basic education is designed to “support pupils’ growth towards humanity and ethically 
responsible membership of society and to provide them with the knowledge and skills needed in 
life” (Finnish National Board of Education, 2004).        
The national core curriculum reflects the importance placed on child development in Finnish 
schools by choosing developmentally appropriate objectives.  It outlines guidelines that mirror 
the development of the child, according to his natural progression of skills, and cognitive abili-
ties.  The Finnish National Board of Education (2004), chose wording in the objectives to reflect 
these values.  Under the section concerning the concept of learning, the curriculum states that 
“although the general principles of learning are the same for everyone, learning depends on the 
learner’s previously constructed knowledge, motivation, and learning and work habits” (Finnish 
National Board of Education, 2004, p. 16).  In this sentence, there is a particular focus on the in-
dividual, noting that each pupil will progress at his own pace.  Further, the purpose of the learn-
ing environment is “to increase pupils’ curiosity and motivation to learn…” (Finnish National 
Board of Education, 2004, p. 16).  The overarching tone, concerning education in this statement 
suggests that the learning environment should be structured so that students are self-motivated, 
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and enjoy learning.  The term “unhurried” is also found in the text (p.17), and used to describe 
the atmosphere where learning takes place.  The use of this word implies that students should be 
allowed, and encouraged to make progress at their own, developmentally appropriate, pace. 
The first grade curriculum mirrors the general objectives of learning in that emphasis is again 
placed on the gradual development of the child.  In the subjects of mother tongue and literature, 
the objectives make note of the variances in individuals’ learning processes in the beginning of 
obligatory education (Finnish National Board of Education, 2004, p. 44).  The specific objectives 
make numerous references to the student’s previous experiences, and knowledge.  Examples of 
these objectives, particularly aimed at school beginners, include: 
 - learn to ask and answer questions, and to relate their own knowledge, experiences,  
 thoughts, and opinions  
 - learning to hold a pen or pencil properly, use appropriate writing posture, coordinate  
 hand and eye, and write on a computer 
 - participate with concentration in expression exercises 
 - have read at least a few children’s books appropriate to their reading skills; their media  
 literacy will suffice to follow programs directed at their age group 
 - are able to make observations characteristic of their age group about language; they will 
 feel encouraged to analyze the phonetic and syllabic structure of words and will be able  
 both to list the letters in alphabetical order and use alphabetical order                                
 (Finnish National Board of Education, 2004, p. 44-47.) 
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Comparison of primary schools in the United States and Finland 
The structure of primary school education in the United States, and Finland differs in several 
ways, including the school starting age, and the specifics of the curriculum.  However, several 
similarities can also be found.  The initial difference in the two education systems is that children 
in Finland start obligatory schooling one year later than children in Texas schools (Reinikainen, 
2012, p. 14; Texas Education Code, n.d.).  Upon comparison of the curriculum provided for stu-
dents at the first grade level, several distinctions can also be made.  Primarily, the learning objec-
tives outlined by the Finnish Ministry of Education can be characterized as general, comprehen-
sive aims for student learning, whereas the Texas state curriculum describes particularly detailed 
objectives addressing specific content (TEA, 2014b; Vitikka et al., 2012).  The broad learning 
goals found in the primary level of the national core curriculum were established to address the 
needs of individual students, giving teachers the power to differentiate instruction as they see fit. 
(Vitikka et al., 2012, p. 84-89.)  Although some broad learning goals can be found in the Texas 
first grade curriculum, teachers instructional choices seem to be limited due to the amount of ob-
jectives which obligate specific content; this limits the degree in which teachers can individual-
ize leaning.          
Contrastingly, a similarity can be found in the Finnish, and Texas curriculum in that both curricu-
la place an emphasis on teaching, and learning in context rather than isolation.  The Finnish na-
tional core curriculum states that classroom instruction in the first grade  “is to consist of com-
prehensive oral and written communication that is connected with the pupils’ day-to-day 
life…” (Finnish National Board of Education, 2004).  The first grade curriculum in Texas reflects 
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a similar view stating that “developing fluency, spelling, and grammatical conventions of acade-
mic language must be done in meaningful contexts and not in isolation” (TEA, 2014b).  From 
these statements, it would seem that both American, and Finnish education systems view content 
relevance as an important element in individual student learning.     
3.3.3  Foreign language education 
One of the primary purposes of this paper is to investigate how English as a foreign language is 
taught in the United States, and Finland.  Therefore, foreign language education is discussed in 
this section in order to gain a deeper understanding about the instructional strategies used in both 
countries.     
Foreign language education in the United States 
In Texas, there are no requirements for foreign language at the primary level (grades 1-6).  How-
ever, the TEA continues to promote the study of foreign languages (TEA, 2014b), and corre-
spondingly, many school districts offer language programs such as, dual language, bilingual edu-
cation, and content-based foreign language education in primary schools (Tedick & Cammarata, 
2012, p. 30).   
Given that foreign language education is not obligatory at the primary school level, there are no 
language standards specific to primary grades.  Alternatively, students who participate in foreign 
language programs in primary schools are advised to follow the standards outlined under “levels 
I and II” in the high school section of the TEKS (TEA, 2014b).  The beginning levels of “Lan-
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guages Other than English” specify five different aspects of language learning that should be in-
cluded in language instruction: communication, cultures, connections, comparisons, and com-
munities.   The element of communication states that students are expected to use reading, writ-
ing, listening, and speaking to communicate with others in a foreign language.  Under cultures, 
the students are expected to develop an understanding of cultural practices.  The students are 
then expected to make connections from what they have learned in the foreign language to other 
aspects of their studies.  The element of comparisons describes that students should be able to 
compare what they have learned about the language to other languages.  Finally, the students are 
expected to use the language they have learned to engage in the outside community.  Among the 
elements of language that are specified in the TEKS, communication is noted as the most impor-
tant. (TEA, 2014b.)     
According to the definition provided of English as a foreign language (see chapter 1) students in 
the United States, who have a mother tongue other than English, are considered foreign language 
learners.  These students are generally included in the general education classroom, either in a 
monolingual, or bilingual class.  The learning objectives that they follow are the same objectives 
that are outlined for native English speaking students (see section 3.3.2).                
Foreign language education in Finland 
The majority of students in Finland start learning English in the third grade (Hildén et al., 2012, 
p. 162), however there are schools that offer English as a foreign language, or English as the lan-
guage of instruction beginning at the first grade level.  The foreign language curriculum in the 
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national core curriculum is consistent with the values, and ideas allowing students to develop, 
and acquire language when it is developmentally appropriate (Finnish National Board of Educa-
tion, 2004).  The curriculum states that “if language instructions commences before the third 
grade, the focus at first is on the comprehension, repetition, and application of what one has 
heard, and on practising oral communication.” (Finnish National Board of Education, 2004, 
2004, p. 138).  The text further states that instruction should be “functional and playful in 
nature.” (Finnish National Board of Education, 2004).  As was illustrated in the previous section, 
the first grade objectives consistently address the individual students’ development.                    
In Finland, there is currently a generally accepted view that language is to be taught as commu-
nicative (Harjanne & Tella, 2009, p. 138; Hildén & Kantelinen, 2012), and this shift in thinking 
has led to a change in pedagogy throughout primary schools in Finland.  The communicative ap-
proach was first used in instruction to encourage language development by speaking with a focus 
on meaning.  The aim of the language learning process was soon replaced by more focus on the 
individual developing intercultural communicative competence.  Teaching intercultural compe-
tence is based on using social, and cultural approaches to develop a learner’s comprehensive lan-
guage. (Jaatinen & Saarivirta, 2014, p. 36-37.)  Currently, especially in the early primary grades 
(1-2), the students are taught in a manner that enables them to use language in their everyday 
life.  Although there is no uniform structure of lessons, Hildén & Kantenlinen (2012) describe a  
typical lesson beginning by motivating the students, and presenting practical applications of the 
language.  The main part of the lesson consists mainly of meaningful tasks, and content instruc-
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tion.  To finish the lesson, the students are encouraged to apply the new information that they 
have learned to situations beyond the classroom.  (Hildén & Kantenlinen, 2012, p. 165.) 
Comparison of foreign language education in the United States and Finland 
The greatest difference in foreign language education between the United States, and Finland is 
in the requirements of each country.  Finnish education mandates that every student participates 
in a foreign language course by the third grade at the latest, though some schools begin in the 
first grade (Hildén et al., 2012, p. 162).  In spite of the encouragement by the state, primary 
schools in Texas are not required to offer any foreign language courses.  It would seem that the 
drastic difference in the implementation of foreign language education in the two countries re-
sults from profoundly different perspectives on the value of foreign languages. 
The learning objectives outlined for students studying a foreign language in the United States, 
and Finland also exhibit distinct aims.  The foreign language objectives found in the Finnish na-
tional core curriculum of basic education mirror the gradual development emphasized in the gen-
eral learning objectives for first graders.  One of the four general objectives states that students in 
the first grade should “take an interest in learning language, and in life in various 
cultures” (Finnish National Board of Education, 2004, p. 138).  The general objectives for begin-
ning learners in Texas, contrastingly, outline specific tasks that students should be able to per-
form.  For instance, students are expected to “produce learned words, phrases, and sentences 
when speaking and writing” among other skills (TEA, 2014).  The objectives for foreign lan-
guage education in Texas are not specific for first grade, or primary school learners, rather they 
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are to be applied to all ages of beginning learners.  It seems that the foreign language curriculum 
provided for Texas, and Finland, illustrate a difference in the countries’ underlying approach to 
language acquisition.   The comprehensive approach taken by Finland, suggests that a students’ 
individual growth as a learner is viewed as more important at a young age than the ability to per-
form certain language tasks.  The Texas education system, however, seems to place more empha-
sis on a student’s performance than their individual language needs.   
One aspect of foreign language education that both countries share, is their focus on communica-
tion.  The Finnish core curriculum expresses this by stating that the primary focus of foreign lan-
guage at the first grade level is “on the comprehension, repetition, and application of what one 
has heard, and on practising oral communication” (Finnish National Board of Education, 2004, 
p. 138).  According to Hildén and Kantelinen (2012, p. 165), it is highly common in Finland for 
teachers to approach language instruction with a communicative approach.  Similarly, Texas cur-
riculum indicates the dominant role that communication should play in foreign language educa-
tion by clearly stating that “communication skills are the primary focus of language 
acquisition” (TEA, 2014).  The definitive stance on the value of communication, as taken by 
both the United States, and Finland, could be explained by the increased need for communication 
amongst people of different languages around the world.  It would seem that expansion of glob-
alization has influenced the way that schools approach foreign language teaching in order to pre-
pare students for the intercultural interactions that they are certain to encounter.       
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4  METHODOLOGY  
4.1  Qualitative approach 
A qualitative analysis approach was chosen as the basis of this study in the interest of discover-
ing how foreign language is taught in multilingual settings.  As indicated by Larsen-Freeman 
(1997), language is a dynamic, and ever-changing concept, thus there is a need for flexibility in 
the study of language.  Qualitative research designs allow for this type of flexibility throughout 
the research process.  As the research process progresses the design is continually refined, and 
modified. (Robson, 2002, p. 5.)  Therefore, a flexible, qualitative approach fit the nature of this 
study, which gave particular attention to multilingualism.  Rather than focusing on a large quanti-
ty of data, this study took the approach of utilizing a relatively small sample of data to obtain in-
depth information on the topic.  As explained by Burke Johnson and Christensen (2014, p. 269), 
the most important factor in determining a sample is its relevance to the research questions.     
One of the features of a qualitative approach to research, as outlined by Crewel (as cited in Co-
hen, Manion, & Morrison, 2011, p. 226) is the use of multiple methods of data collection.  Ad-
hering to this guideline, this study used classroom observations, a questionnaire, and teacher in-
terviews for data collection.   The use of multiple data collection instruments allows the re-
searcher to analyze the topic of research from various angles, resulting in highly thorough data.  
In contrast with quantitative research, in which the results are generalizable, qualitative research 
aims to provide comprehensive results of a particular group of respondents (Burke Johnson & 
Christensen, 2014, p. 249).  In this study the context was limited to first grade teachers of Eng-
lish as a foreign language in multilingual classrooms.  The context was narrowed even further to 
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teachers working in the United States, and Finland.  Strict qualifications were established for the 
teachers who participated in this study in order to collect data that was directly pertinent to the 
research questions.   
This research derived from a personal interest in primary school classrooms in which multiple 
different native languages are represented.  My specific interest was focused on comparing the 
instructional strategies that teachers use to teach in multilingual situations.  I chose to compare 
two countries, the United States, and Finland, to provide a more specific context for the data.   
Robson (2002) emphasizes the importance of interest in conducting effective research.  He views 
the previous knowledge that the researcher presumably has on the topic of choice as an advan-
tage in research design.  However, due to the nature of this type of research design there is a 
chance of bias.  Robson (2002), therefore, urges researchers to reflect upon their beliefs, and 
ideas in order to identify any biases.  Writing analytic memos is one approach that is recom-
mended to prevent biases during the research process. (Robson, 2002, p. 49-50.) It is described 
as an essential step in the development of a clear, in-depth analysis.  In order to develop a com-
prehensive, bias-free analysis of the data from this study, analytic memos have been used 
throughout the research process.             
4.2  Research design 
The purpose of the study was to understand how teachers use instructional strategies in multilin-
gual classrooms to increase students’ English language skills.  This study was designed using 
survey methodology in order to depict the strategies that teachers use in multilingual first grade 
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classrooms (Cohen et al. 2011).  Cohen et al. (2011, p. 256) explain that surveys are commonly 
used to “gather data at a particular point in time with the intention of describing the nature of ex-
isting conditions”.  The purpose of the design was to compare the instructional strategies used in 
multilingual classrooms in the United States, and Finland.  Therefore, the data was gathered us-
ing classroom observations, e-lomake online questionnaires, and teacher interviews.      
4.3  Data collection: classroom observations, online questionnaires, and teacher interviews 
Per the nature of a flexible, qualitative approach to research (Robson, 2002), throughout the pro-
gression of this study the research questions, data collection methods, and sampling of partici-
pants evolved.  Robson (2002) notes that the researcher is a crucial aspect of the quality of re-
search using a flexible approach.  It is essential that the researcher is adaptable, and responsive in 
order to transition the design of the research as needed.  As the study progresses, the researcher 
must analysis, and interpret the data to gain extensive knowledge of the issues involved.  (Rob-
son, 2002, p. 165-168.)  This section on data collection describes the initial process of data col-
lection in this study, and explains how it expanded to answer the research questions.     
First grade classroom observations 
Initially, classroom observations were conducted in the United States, and Finland to gather first-
hand data on the instructional practices used during English language lessons in multilingual 
classrooms.  Observations provide data on environments and situations as they occur naturally 
(Cohen et al., 2011, p. 456).  Rather than placing sole trust on second-hand accounts, this method 
allows the researcher to gain insight into actions and behaviors as they occur.  Burke Johnson 
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and Christensen (2014, p. 236) acknowledge the value in conducting observations as supplemen-
tary data collection to questionnaires so that researchers are able to compare the data from the 
real world to reported behaviors.  The purpose of the classroom observations in this study was to 
gather data on the actual instructional strategies used by teachers, in order to compare to the in-
structional strategies reported by teachers on the questionnaires.  Thus, a semi-structured (Cohen 
et al., 2011, p. 465) observation form (see appendix 1) was designed to record data on the in-
structional strategies used in each classroom.  The form consisted of open-ended questions which 
were answered based on activities, and behaviors observed.   
The observation in Finland tool place in Joensuu, whereas the observation in the United States 
took place in Irving, Texas.  Both classroom observations occurred during the spring of 2014, 
and each took place during a first grade English lesson, over a forty-five minute period.  As the 
researcher, I took the role of an “observer-as-participant” during the observations.  This type of 
observer informs the participants that they are the subjects of the research, however they general-
ly maintain an outsider’s role during the observation in order to observe the participants in their 
nature state.  (Burke Johnson & Christensen, 2014, p. 240.)  The teachers in both observations 
were aware of the nature of this study, and allowed me to record notes about the instructional 
strategies, and the exchange of language amongst the teacher, and students.            
Classroom observation sample 
The sample criteria established for the classroom observations was the same as the criteria for 
the questionnaires, with the intention of comparing the data from both methods.  The lessons ob-
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served were first grade, English language lessons, which had at least two different mother 
tongues represented by the students.  The teachers used for classroom observation were obtained 
through personal contacts. Consent was obtained from the teachers before the observations oc-
curred (see section 4.6).        
E-lomake online questionnaires 
Online questionnaires (see appendix 3) were initially chosen as the primary data collection 
method in this study.  The questions included in the questionnaire were designed to elicit infor-
mation about teachers’ instructional strategies that are used to teach different aspects of language 
(i.e., phonological awareness, vocabulary, and grammar). The questionnaire contained seven 
questions which asked teachers to report some of the instructional strategies that they use to 
teach English to first graders in multilingual classrooms.   According to Burke Johnson and 
Christensen (2014, p. 194-195), questionnaires should be designed with the participant in mind, 
using explicit, simple language so that the questions are easily understood.  The questions that 
were included in this questionnaire were designed in line with these elements, and were tested 
for clarity by a pre-service teacher in Finland, a current Finnish educator, and a current American 
teacher before finalizing them.  Electronic questionnaires were chosen as a data collection 
method due to their ability to elicit authentic responses from individuals (Cohen et al., 2011, p. 
280).  This type of questionnaire was additionally valuable to this research in that open-ended 
questions were able to be answered extensively.  There is no space limitation for responses on 
electronic questionnaires, therefore the participants are able to provide genuine commentary on 
the topic.  Cohen et al. (2011, p. 392), adds that open-ended questions are valuable, particularly 
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in small scale research, given that they can provide the researcher with striking information that 
may be lost in other forms of data collection.   Burke Johnson and Christensen (2014, p. 198) add 
that open-ended questions “take you into the natural language and worlds of your research partic-
ipants”.  For these reasons, open-ended questions were chosen for this study to gain in-depth in-
sight into the specific instructional strategies teachers use in their multilingual classrooms.   
Though electronic questionnaires boast various benefits for researchers, they also pose chal-
lenges, as described by Cohen et al. (2011, p. 281-284).  One of the possible problems is non-
participation or response, which can be lessened by taking various suggested precautions.  In the 
questionnaire designed for this study, simple, personal information questions were placed at the 
beginning of the page to initiate participation.  Burke Johnson and Christensen (2014, p. 211) 
note that by placing uncomplicated questions at the beginning of the questionnaire the partici-
pants are more likely to continue to completion. The seven main questions, following the demo-
graphic questions, were also worded in such a way that there would be minimal confusion of the 
intention of the question.  The questions for the questionnaire were developed, and modified a 
number of times to address the research questions in a simple, and coherent manner.  The ques-
tionnaire was then tested on one university student, and a former teacher to assess the degree in 
which the questions were understood, and elicited the desired content, as recommended by Burke 
Johnson and Christensen (2014), and Robson (2002, p. 254).  After an analysis of the responses, 
and comments from the trial participants the questions were altered for the final time.  In order to 
assist in teachers’ comprehension of the questions vocabulary was altered to be more specific.  
Furthermore, additional questions were added to the personal information section to gain more 
    !44
demographic information about the targeted sample.  In addition, my personal e-mail address 
was also provided to answer any questions, and mitigate confusion about the questionnaire.  This 
addition to the questionnaire was provided in order to address any potential problems with re-
spondents.  The modified questionnaire was then tested for a final time by a Finnish teacher, and 
an American teacher to ensure the questions would elicit the type of responses desired.  Both 
teachers completed the questionnaire in the role as an English teacher, and provided constructive 
feedback.  The concluding test of the questionnaire is an important step in developing an effec-
tive data collection tool (Burke Johnson and Christensen, 2014, p. 212-213).   
E-lomake online questionnaire sample 
Defining the sample of participants is especially critical when using convenience sampling 
(Burke Johnson & Christensen, 2014, p. 263).  With the aim of gathering data on the nature of 
teaching in specific circumstances (EFL multilingual classrooms), definitive criteria of partici-
pants was established.  Teachers who were eligible to participate in the questionnaire were re-
quired to meet the following criteria: (1) current first grade teacher, (2) English language teacher, 
and (3) taught in a multilingual classroom (more than one native language was represented by 
the students). Convenience, and volunteer sampling was used to gather participants for the online 
questionnaire.  According to Robson (2002, p. 265), convenience sampling is commonly used as 
the most accessible method to gain research participants.  Volunteer sampling is also used when 
it is difficult to connect with the desired population (Cohen et al., 2011).  In qualitative research, 
it is most important that the participants generate sufficient data to describe the research ques-
tions (Cohen et al., 2011, p. 160-161).  With the aim of gathering twenty respondents from each 
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country, correspondence was made with individuals in the field of education, both in the United 
States, and Finland, to collect contact information of prospective participants.  The sample of 
teachers was gathered through various sources including school webpages, school administrators, 
university advisors, and colleagues.   It was also requested that schools principals forward the 
questionnaires to teachers who qualified for the study at their respective schools.  Further, per-
sonal contacts were used to gather possible participants for the questionnaire.    
The questionnaire was ultimately sent to 130 teachers in the United States.  The prospective par-
ticipants were sent an initial e-mail with the link to the e-lomake questionnaire, which was fol-
lowed by three reminder e-mails.  Sending reminders is one common method used to increase the 
likelihood of response (Cohen et al., 2011, p. 261).  During the time frame of October 2014 to 
January 2015, nine teachers from the United States completed the questionnaire.  One of the 
completed questionnaires was excluded from the study because the participant commented that 
she did not teach English.  In the final review of the data, eight questionnaires were included 
from teachers in the United States. 
The e-lomake questionnaire was also sent by e-mail to first grade English teachers in Finland.  
The majority of English language lessons in Finland begin in the third grade, yet, with the inten-
tion of comparing school beginners the study was conducted at the first grade level.  There is 
also a relatively low percentage of multilingual classrooms in Finland as a result of small popula-
tion diversity (Reinkainen, 2012, p. 13-14).  Due to the limited amount of possible participants in 
Finland, 25 e-mails were sent to prospective participants.  As with the questionnaire send to 
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teacher in the United States, the initial e-mail, and three reminder e-mails were sent to teachers in 
Finland.  During the four month period, from October 2014 through January 2015, six Finnish 
teachers completed the questionnaire.  After a review of the responses, two questionnaires were 
excluded from the study.  One of the questionnaires was excluded because the teacher completed 
the questionnaire twice, once in her role as a Finnish language teacher, and once as an English 
language teacher.  The questionnaire that was completed from the role as an English language 
teacher was included in the final data, and the questionnaire that did not fit the specified criteria 
was excluded.  The additional teacher that was excluded from the study was removed because it 
did not seem as if she intended to answer the questions authentically.  The responses from this 
teacher were the same three strategies for all questions, including the questions that did not 
specifically ask for instructional strategies.  The response suggested she did not actually read the 
questions that were included in the questionnaire, therefore this teacher was excluded from the 
study.  Ultimately, four questionnaires were included in the study from Finnish teachers.
In spite of the careful planning and sampling techniques, recommended by Cohen et al. (2011, p. 
261), Burke Johnson and Christensen (2014, p. 194-209), the goal of twenty teachers completing 
the questionnaire was not achieved.  The data collected from the questionnaires was pertinent, 
and valuable in answering the research questions for this study, however additional data was 
needed to adequately describe the instructional strategies used in multilingual classrooms by 
teachers in the U.S., and Finland.  Burke Johnson and Christensen (2014, p. 269) acknowledge 
that the most important aspect is to “meet the purpose of the research study and answer research 
questions”.  As a flexible researcher (Robson, 2002, p. 167), aiming to answer the research ques-
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tions established for this study, I chose to additionally include teacher interviews as a data col-
lected method.                    
Teacher interviews 
Teacher interviews were chosen as an additional method of data collection due to their ability to 
gain extensive information and improve response rates (Cohen et al., 2011, p. 274).  Using this 
data collection method, the researcher is able to clarify any unclear information and obtain fur-
ther insight through deeper questioning.  After receiving data from the e-lomake questionnaires, 
interviews were used to further analyze specific topics.  The interviews also gave the participants 
the opportunity to talk freely about their thoughts without requiring any writing or typing on 
their behalf.  This flexibility frees the participant to provide more, in-depth information about 
their thoughts, and beliefs (Cohen et al., 2011, p. 409; Burke Johnson & Christensen, 2014, p. 
233; Robson, 2002, p. 269).       
The recording of responses can pose problems in reliability, since the respondent is not the one 
documenting their responses (Cohen et al., 2011, p. 426; Robson, 2002, p. 273).  In order to 
counter this issue, the teachers’ responses were transcribed in a text file on the computer, which 
allowed for more information to be recorded during the given time frame.  Additionally, I, as the 
interviewer, frequently checked for accuracy by restating the teachers’ responses.  The responses 
were recorded through summarization of teachers’ comments, recording direct quotations, and 
recording any emphasis given by the teachers throughout the interview.  Cohen et al. (2011, p. 
426) recognize that due to the nature of interviews the data derives not only from the partici-
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pants’ words, but also from their behavior, and social responses.  Therefore, this method of data 
collection allows the researcher to gain a more comprehensive view of the research topic.   
A semi-structured interview style was chosen for the purpose of this study (see appendix 5).  
Semi-structured interviews provide a framework for the interview, without restricting the inter-
viewer from deviating from the questions (Robson, 2002, p. 270).  This type of interview allows 
the researcher to outline specific questions before the interview, but may also explore additional 
elements connected to the general topic (Burke Johnson & Christensen, 2014, p. 233).  The gen-
eral guideline that was used for the interviews in this study was based on the same questions that 
were included in the online questionnaire.  The purpose of this choice was for consistency be-
tween the data.  As the teachers who were interviewed responded to the questions, additional 
questions were asked to clarify responses, and gain more information on the topic.                
Teacher interview participants 
To gather adequate data, in light of the challenges posed by acquiring participants through the e-
lomake questionnaire, additional teachers from the United States, and Finland were interviewed.  
The teachers interviewed were current or former first grade teachers who taught English as a for-
eign language in the first grade.  Similar to the questionnaire sample, convenience sampling 
(Robson, 2002, p. 265) was used to gather participants.   The sample of teachers that were inter-
viewed was gathered through personal acquaintances, and university supervisors.  Four teachers 
were interviewed from the United States, and six teachers were interviewed from Finland.      
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Summary 
Ultimately, through classroom observations, the e-lomake questionnaires, and teacher interviews, 
data was gathered from 11 teachers in Finland, and 13 teachers in the United States (see figure 
4.1).  In the beginning of the research process one observation was conducted in each country.  
Following the observations, eight teachers from the United States, and four teachers from Fin-
land completed the e-lomake questionnaire.  Finally, four interviews were conducted with teach-
ers from the United States, as well as six interviews with teachers from Finland (see figure 4.2).  
The amount of data gathered collectively throughout the research process provided sufficient 
data for the purposes of this study.  Although the collection of data evolved from the beginning 
of the research process, in accordance with a flexible research style (Robson, 2002, p. 164-165), 
the final collection of data was able to effectively answer the research questions.     
Figure 4.1. Total number of participants by country 
13
11
Finland United States
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Figure 4.2. Data collection instruments by country 
4.4  Qualitative data analysis  
Qualitative analysis was used to digest the data gathered in this study.  In qualitative research 
analysis there is not a rigid set of procedures that must take place during the analyzation of data 
(Burke Johnson and Christensen, 2014, p. 456; Cohen et al., 2011, p. 537; Gibbs, 2007, p. 1-2).  
Therefore, data analysis in this sense relies on comprehensive descriptions of analyzation.  Ac-
cording to Cohen et al. (2011, p. 537), qualitative data analysis is “making sense of data in terms 
of the participants’ definitions of the situation, noting patterns, themes, categories and regulari-
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ties”.  In order to make decisions about the analysis process the purpose of analysis must first be 
determined (Cohen et al., 2011).  The purpose of the data analysis in this study was to explain 
common features of instructional strategies through comparison between teachers in the United 
States, and Finland.  The data analysis process, which was consistent with the purpose, was then 
developed. 
Grounded theory was used as the foundation for the data analysis throughout this study.  The idea 
of the grounded theory method is to allow themes, and explanations to develop from the data col-
lected, rather than applying an existing theory (Burke Johnson & Christensen., 2014, p. 456; Co-
hen et al., 2011, p. 598).  The researcher, in this case, aims to remain neutral in regard to the data, 
and uses the analysis process to generate ideas.  Gibbs (2007, p. 45-46) acknowledges that it is 
impossible for a researcher to begin without any preconceptions about the issue, however it 
should be their intent to use the data as the source of information instead of applying existing 
theories.  This type of data analysis fit the purpose of this research because the ultimate aim was 
to generate reasoning by comparing the instructional strategies reported by teachers in the United 
States, and Finland.                     
Though there are various approaches to qualitative data analysis, one common element is the ear-
ly analysis of data (Burke Johnson & Christensen, 2014, p. 588; Cohen et al., 2011, p. 537; 
Gibbs, 2007, p. 3).  Researchers using qualitative data analysis begin the analyzation process 
concurrently with data collection.  This type of analysis can take the form of field notes, memos, 
or transcriptions.  Gibbs (2007) argues that the various forms of early analysis allow researchers 
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to continually develop, and clarify their research questions.  (Gibbs, 2007, p. 3.) Similarly, Burke 
Johnson and Christensen (2014, p. 588), and Robson (2002, p. 467) highlight the importance of 
memos in documenting ideas that arise during the research process.  This type of progression that 
originates from constant analysis is consistent with Robson’s (2002, p. 167) description of a flex-
ible researcher.  Cohen et al. (2011, p. 539) states that the purpose of this type of analysis “is to 
move from description to explanation and theory generation”.  Consistent with these recommen-
dations, data analysis began in the early stages of this study with a research diary, and field notes.  
The research diary was used throughout the entire research process, and provided a space to de-
velop a deeper understanding of the research issue.  As a flexible researcher, I used a research 
diary to develop, and document the evolution of the topic which occurred over the course of this 
study.   
As described in detail previously (see section 4.3), classroom observations were the first form of 
data collected in this study.  To begin analyzation of this data, a transcription of the raw data was 
produced following each observation.  Transcription, a common process in qualitative analysis, 
begins early on in the data collection process.  This process of summarizing, and to a certain ex-
tent interpreting, allows the researcher to see the overarching theme of the data. (Gibbs, 2007, p. 
11.)  Many researchers acknowledge the benefits of transcriptions, however they caution about 
the extensive amount of time involved in this process, and recommended taking that into account 
when weighing the advantages (Gibbs, 2007, p. 10; Cohen et al., 2011, p. 537).  Transcription 
was used in the data analysis for this study due to the relatively small amount of data gathered, 
and its ability to generate themes amongst the data.  In line with Burke Johnson and Chris-
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tensen’s (2014, p. 591) recommendation, following each classroom observation the data recorded 
on the observation form (see appendix 2) was summarized, and written into a more cohesive text.  
The first step taken in analyzing the data collected through the e-lomake questionnaires was open 
coding.  Open coding is defined as the process of categorizing data by thoroughly reviewing the 
text, and is commonly regarded as the first step in a grounded theory analysis (Burke Johnson 
and Christensen, 2014, p. 460; Gibbs, 2007).  By reflecting on the text, the researcher assigns 
labels which are eventually used to generate main themes across the data (Gibbs, 2007, p. 
49-50).  In the process of analyzing the data generated by the questionnaires, teachers’ responses 
were carefully reviewed, and initial concepts were assigned.  During the open coding step it was 
determined that additional data was needed to develop the emerging themes.  Teacher interviews 
were chosen as an additional data collection instrument, as described previously (see section 
4.3), to gather more comprehensive information about the instructional strategies.  According to 
Burke Johnson and Christensen (2014, p. 457), “during a particular grounded research study, 
some data are collected and analyzed, and as the theory is being developed, additional data are 
collected and analyzed to clarify, develop, and validate the theory”.  This flexibility between data 
collection, analysis, and reflection allows the researcher to fully develop the ideas which emerge 
from the data.   
The interviews were then transcribed, similar to the classroom observations, following each 
meeting.  From the transcription, an overall picture of the data was recorded, and reflected upon.  
As with the data from the questionnaires, open coding was performed with the data from the 
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teacher interviews.  The concepts assigned to the data from the questionnaires, and the interviews 
then began to form broader themes.  The second step in grounded theory analysis is axial coding, 
which transforms, and connects the initial categories into broader ideas (Burke Johnson & Chris-
tensen, 2014, p. 460-461; Gibbs, 2007, p. 50).  In this study the categories generated from the 
questionnaires, and the interviews were compared, and linked to form more comprehensive cate-
gories.   
The final step taken in grounded theory analysis is selective coding.  Selective coding is when 
the researcher begins to evaluate the themes, and categories generated by the previous analysis to 
find a common link (Burke Johnson & Christensen, 2014; Cohen et al., 2011, p. 601; Gibbs, 
2007, p. 50).  This is the step in which the main theory begins to emerge.  In this stage the cate-
gories generated from the classroom observations, e-lomake questionnaires, and teacher inter-
views were reviewed, and reflected upon extensively.  Once the main theory began to material-
ize, existing research was reviewed, and comparisons were made to the ideas developed through 
the analysis.  The process of reviewing existing literature is crucial in developing the final theory, 
and understanding its implications (Burke Johnson & Christensen, 2014, p. 461).  The data gath-
ered from teachers in the United States was compared to the data gathered from teachers in Fin-
land, and then compared to existing research in the field.  Through careful evaluation, and a 
thorough reflection of the data, a final theory was generated.                                                                  
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4.5  Reliability of this research 
In qualitative research, the researcher plays a major role as an instrument of data collection, and 
analysis.  Inevitably they are an integral part of the research process.  Unlike much of quantita-
tive research, a flexible research design does not allow for traditional methods of determining the 
reliability of research, such as re-testing (Robson, 2002, p. 168).  Consequently, alternate forms 
of checking the reliability of one’s research must be used.  Cohen et al. (2011, p. 225) state that, 
“highly reflexive researchers will be acutely aware of the ways in which their selectivity, percep-
tion, background and inductive processes and paradigms shape the research”.  Therefore, re-
searchers must reflect upon their individual role, and bias with regard to the research.  The re-
flective process allows researchers to generate an awareness of the ways in which their percep-
tions affect their research (Cohen et al., 2011).    
Evaluating the trustworthiness is often considered of upmost importance when discussing the 
reliability of qualitative research.  According to Onwuegbuzie and Leech (as cited in Cohen et 
al., 2011, p. 182), the researchers own preconceptions need to be evaluated to determine the ef-
fect, if any, that they have on the research.  As a former English teacher in the United States, I 
was aware of many of the instructional methods used by classroom teachers.  After observing 
English language classrooms in Finland, I also began to identify specific instructional practices, 
and compare them to personal experiences in the United States.  My interest in evaluating the 
differences found in language teaching in multilingual classrooms between the two countries 
sparked the research questions developed for this study.  I was aware that I had preconceptions 
about the outcome of this study, however my objective remained to expose the reality of instruc-
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tional strategies used by teachers.  By recognizing my own bias, I was able to conduct the re-
search with a mindfulness to remain objective, and consistently evaluate any effect it had on the 
ideas generated through data analysis.  Through the course of this study, my understanding of 
teaching, and education in the United States, and Finland has expanded and evolved based on the 
information generated from the data.  Ultimately, the data gathered through classroom observa-
tions, questionnaires, and teacher interviews was the driving force of the conclusion to this re-
search. 
Additional methods of checking reliability in qualitative research can be implemented through 
the use of a research diary or memos.  As previously described, a research diary was kept 
throughout the research process in this study.  Robson (2002, p. 176) attributes the value in doc-
umenting through a research diary as important in “not only being thorough, careful and honest 
in carrying out the research, but also being able to show others that you have been”.  Additional-
ly, when categorizing the data, and assigning codes, detailed explanations of each were used to 
maintain consistency.  To maintain the reliability of the codes used in data analysis, Gibbs (2007, 
p. 98) similarly advises researchers to use descriptive memos.  Both processes of detailing in-
formation increased the reliability of this study.   
Reliability is important aspect to consider when evaluating a research study, which this study has 
taken into account throughout the entire process.  As echoed by Robson (2002, p. 176), even with 
careful consideration of reliability through numerous methods, it is impossible to completely 
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confirm the reliability of a study.  However, it was the aim of this section to illustrate the steps 
taken in this study to uphold a high level of reliability.                        
4.6  Ethical considerations in classroom observations, e-lomake questionnaires, and teacher 
interviews  
The nature of educational research provokes numerous ethical dilemmas.  The tension between 
the expectation of a researcher to seek truth, and the personal rights of subjects is one of the lead-
ing ethical issues (Cohen et al., 2011, p. 75).  It is the responsibility of the researcher to conduct 
reliable research while protecting the rights of the participants.  In pursuit of ethically sound re-
search, one may encounter contention between several factors.  Gibbs (2007, p. 101) states that 
“the key to ethics in research is to minimize the harm or cost and maximize the benefit”.  
Amongst the many ethical considerations in educational research, informed consent, anonymity, 
and confidentiality were key factors relevant to this study (Burke Johnson & Christensen, 2014; 
Cohen et al., 2011; Gibbs, 2007).  These ethical elements were a integral part of this research, 
and have been given careful consideration throughout this study.        
Informed consent gives the subjects the right to accept or decline participation in the research 
study.  Self-determination, as defined by Howe and Moses (as cited in Cohen et al. 2011, p. 77), 
allows the individuals to evaluate the effects that the research will have personally, and deter-
mine their willingness to be a participant.  It is the researcher’s responsibility to ensure full un-
derstanding of the research by participants before gaining consent (Burke Johnson & Chris-
tensen, 2014, p. 134; Cohen et al., 2011, p. 80; Gibbs, 2007, p. 101).  All participants in this 
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study were informed of the objective of the research before their consent of participation was 
acquired.  Observations are highly affected by ethical factors surrounding the nature of the data 
collection method (Cohen et al., 2011, p.471).  The observations conducted in this study were 
approved by the principals of the schools, and the respective classroom teachers.  Additionally, 
the classroom teachers provided written consent (see appendix 2) to the observations, and the use 
of the data for the purpose of this study.  In the same manner, all teachers who were interviewed 
were informed about the aim of the research, and were given the choice to participate.  The na-
ture of electronic questionnaires inherently gives individuals the opportunity to accept or decline 
completion.  Thus, all teachers who completed the questionnaire did so without coercion, and 
with acceptance of the research goals.  Included in the e-mails (see appendix 4) sent to prospect 
participants was a description of the researcher, what was being researched, and how the data 
was to be used.  Contact information was also included to answer any additional questions from 
the participants, if necessary.     
Anonymity was also maintained throughout the process of this study.  In order to provide 
anonymity the research participants must not be able to be identified by the data that they sup-
plied (Burke Johnson & Christensen, 2014; Cohen et al., 2011, p. 91).  This ensures that the 
rights of the individuals who voluntarily take part in the study are upheld.  According to Burke 
Johnson and Christensen (2014, p. 142), “anonymity is the best way to protect privacy”.  I had 
knowledge of all the prospective participants names since all questionnaires were sent through e-
mail.  However, the information gathered through the questionnaires (see appendix 3) did not 
include individual names or the names of the schools, thus guaranteeing anonymity of the partic-
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ipants.  The country of residency was included in one of the questions presented in the question-
naire, considering it had direct correlation with the research questions.  Adding to the privacy of 
the participants, access to the completed questionnaires was limited solely to me, the researcher.  
In the classroom observations, and the teacher interviews, it was impossible to keep the partici-
pants identity completely anonymous, as both methods required face-to-face interaction.  None-
theless, confidentiality was guaranteed in all cases, and none of the participants’ names were giv-
en in the report.                         
Confidentiality is an additional approach that researchers can take to ensure protection of the par-
ticipants (Cohen et al., 2011, p. 92).  Confidentiality, as opposed to anonymity, requires the re-
searcher to commit to not disclose the identifying information that they have obtained about the 
subjects (Burke Johnson & Christensen, 2014, p. 142; Cohen et al., 2011, p. 92).  In this manner, 
the participants place their trust in the researcher to uphold the agreement.  The identify of the 
interview, and observation participants was guaranteed to remain unknown to anyone other than 
the researcher in the case of this study.  Further, any personal or identifying information was also 
excluded from this report.     
Finally, of significant importance is the integrity of the written report.  It is vital to present true 
information from the data gathered from the research, and ensure that nothing in the report is 
misrepresented (Burke Johnson & Christensen, 2014, p. 150; University of Eastern Finland, 
2010, p. 1).  This includes plagiarism, misrepresentation of findings, and fabrication (University 
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of Eastern Finland, 2010).  In writing this report, I have taken these factors into careful consider-
ation, and have worked extensively to ensure that all the information is presented properly.    
All of the factors discussed in this section exhibit that the research that was conducted aligns 
with the general rules of ethics.  Still, it is the responsibility of the researcher to maintain hon-
esty, and integrity in all research procedures, and reporting.  According to Cohen et al. (2011, p.
76), “we have to recall that ethics concern right and wrong, good and bad, and so procedural 
ethics are not enough”.  Taking this into consideration, I have applied honesty, and rigor in the 
process of working on this research, which was therein transferred to the final presentation of 
data, and conclusions.     
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5  RESULTS AND DISCUSSION 
In this chapter the findings of this study are presented in relation to the research questions, and 
existing research.  When planning this study four separate research questions were formulated 
(see chapter 2) to investigate the instructional strategies in the United States, and Finland.  How-
ever, through the analyzation of data the research questions were reformulated to form a logical 
presentation of the actual results.  A flexible research design, as used in this study, allows the re-
searcher to continually analyze, and revise the nature of the study following the data that is gath-
ered (Robson, 2002, p. 5).  The essence of language is complex, and dynamic (Larsen-Freeman, 
1997; Harshbarger, 2007; Hohenberger et al., 2009; Shakouri et al., 2014), therefore research on 
language should be designed as a reflection of those characteristics.   By having an adaptive ap-
proach to research, this study was not confined to the initial research questions, rather the data 
gathered throughout the research process drove the final results.  Figure 5.1 provides a simple 
illustration of the research process.  Though the actual dynamic process of analyzation, and evo-
lution can not be presented through an illustration, the objective of this figure is to expose the 
fundamental process of this study.                 
The final research questions are: 
1.  What types of instructional strategies are used in foreign language instruction to teach Eng-
lish in the United States, and Finland?  How do the instructional strategies used in each coun-
try compare? 
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2. How is foreign language education, specifically English as a foreign language, approached in 
multilingual classrooms in the United States, and Finland?   
In the first section (5.1), the results which answer the first research question about instructional 
strategies in the United States, and Finland, are presented.  The following section (5.2), presents 
the results to the second research question concerning how teachers approach multilingualism in 
their teaching.  
Figure 5.1. Research progression throughout this study  
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5.1  Instructional strategies teaching language in context 
After careful analysis of the data that was collected on instructional strategies, an unsuspected 
result emerged.  As mentioned previously (see section 4.7), I had preconceived ideas about the 
results that would materialize through this study due to personal experience teaching, and ob-
serving in both countries.  A portion of the conjecture was disapproved when the data was ana-
lyzed, and the results exhibited considerable similarities between the instructional strategies re-
ported by teachers in the United States, and Finland.  In this section, the common themes that 
emerged from the data, and a comparison of the data by country is presented.        
The specific instructional strategies reported by teachers covered a wide spectrum of various 
techniques, and resources.  These strategies included games, role play, songs, and workbook ex-
ercises.  In one response from a Finnish teacher (F5i) she described some of the ways she used 
various instructional strategies in her teaching: “start by having pictures, concrete vocabulary…[I 
use] songs on YouTube…action is important…[the students] write and draw new words”.  This 
type of response, which referenced many different types of instructional strategies, was not 
unique; nearly all teachers gave similar responses.  Initially, it seemed that the responses could 
not be categorized because of the wide range of strategies which appeared in most teachers’ re-
sponses.  However, from rigorous analysis of the instructional strategies, two categories began to 
emerge.   
The first category has been labeled language in context (LC).   It describes language skills that 
are presented in the context of natural language use.  The instructional strategies in this category 
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make connection to the practical use of the language; in other words, language becomes essential 
in some respect.  Teaching new vocabulary words, or grammatical concepts through science ex-
periments would be considered an instructional strategy which teaches language in context.  The 
strategies in this category also include teaching through conversational language.  This category 
finds similarities in task-based learning, where learning is intended to be meaningful (Mackey et 
al., 2012).  An example of a response in this category came from a Finnish teacher (F7i) who 
said that when teaching vocabulary she “usually integrate[s] it to the topic, like family”.  
Conversely, the second category has been labeled language in isolation (LI).  It includes instruc-
tional strategies that present the language content directly, without providing a relevant context, 
or lacking practical connections to the use of the language.  Opposite to Mackey et al.’s (2012) 
description of meaningful tasks, instructional strategies that present language in isolation are de-
void of any meaning outside of the specific language feature.  These types of  instructional 
strategies include exercises where the students repeat singular words, conjugate verbs to match 
the structure of a sentence, and use flashcards to memorize vocabulary words.  For instance, one 
American teacher (U12i) said that she would “say words in chunks and have the students tell me 
what words are formed”.  In these situations the students learn or practice the specific language 
element disconnected from any other content.  The strategies also lack application to practical 
language use.   
In this section the data collected on instructional strategies used in the United States, and Finland 
is presented.  The results are presented according to the particular element of language that was 
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referenced: phonological awareness, vocabulary, and grammar.  The responses are then catego-
rized in three ways: language in isolation (LI), language in context (LC), and both language in 
isolation, and language in context (LI & LC).  For clarification the definitions of LI, and LC are 
provided again below. 
Language in context (LC): language becomes essential; it is integrated into another subject, or 
another element of language. 
Language in isolation (LI): language lacks any practical application; it is presented separate 
from other subjects, or elements of language.   
PHONEMIC AWARENESS  
A majority of the teachers, 16 out of 21, in the United States, and Finland responded that they 
use both LI and LC teaching strategies when addressing phonetics with their first graders.  These 
16 teachers described strategies in which they isolated a phonetic element, and taught it directly 
to the students (LI).  Additionally, the teachers mentioned strategies where the specific skill was 
used to accomplish a task (LC).  For example, teaching a phonological concept through reading, 
singing, conversation, or writing gives the language a purpose.  Out of the 12 American respon-
dents, 4 reported teaching phonetics solely in isolation.  One American teacher listed instruction-
al strategies which only taught phonetics in context.  Contrastingly, all 9 of the Finnish teachers 
mentioned strategies which were categorized as the combination of LI and LC.    
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Figure 5.2.  Types of instructional strategies teachers reported using to teach phonological 
awareness 
The objective of the instructional strategies reported by teachers that were categorized as lan-
guage in isolation generally seemed to focus on pronunciation.  Teachers frequently reported 
modeling or instructing the students directly in order to prompt the pronunciation of a sound or 
word.  These types of instructional strategies seemed to be a precursor to reading sentences or 
longer texts since the aim was on producing single letter sounds, or blending several sounds to 
produce a single word.  In the context of these strategies, it seemed as if the specific language 
element (i.e., pronouncing “ch”, or “th”) is what drove the instruction.  Examples of LI instruc-
tional strategies reported by teachers are:  
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1. Small group teaching sounds in isolation. (U2q)  
2. I write [the word] on the board and say it, get the students to say it and then explain how the 
sounds make up the word. (F2q) 
3. Make a list of words containing the phoneme covered in the lesson. (F3q) 
4. Blending letter sounds to make a word. (U7q)   
5. …use cubes to represent each sound and then add, take away or insert a new cube to repre-
sent a new sound. (U8q) 
Many of the instructional strategies reported by teachers that were categorized as language in 
context used reading as a way to practice or review phonetics.  Several of the strategies also 
seemed to take place after previous direct instruction about a specific phonetic concept.  Reading 
seemed to be a common way amongst teachers to integrate phonetical awareness.  Teachers fre-
quently used the words that were present in the text to practice a particular sound or the skill of 
blending sounds to make a word.  Some examples of these types of instructional strategies are:  
6. We read a text that is on the child’s level and practice decoding words. (U2q) 
7. We do a picture walk, talk about what we see in the book, sound out and write down words, 
phrases, or sentences of what we predict the book is about. (U4q) 
8. Today we were talking about occupations… I mentioned: nurse, and talked about how the 
two letters ur make the sound /er/ and how in this word /s/ sound needs two letters. (F2q) 
9. Sounding out/blending sounds all through the word in our reading. (F4q) 
10.  Incorporate pre and post reading skills into shared reading each day. (U1g) 
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In the examples provided of the strategies that teach language in isolation, the phonetics were 
devoid of the use of language.  These strategies focused primarily on teaching a specific skill, or 
piece of knowledge without making any connection to practical aspects of language.  In contrast, 
the instructional strategies that teach language in context presented language through various 
content connected with other subjects, and tasks.  These strategies established a condition to the 
use of the language element, supplying a purpose for the skill, or knowledge.       
VOCABULARY  
Teachers were also asked to discuss the ways that they teach English vocabulary.  There were no 
responses to this question that relied on teaching vocabulary solely through LI.  The responses, 
in both the United States, and Finland, were evenly split between only LC, and using both LI and 
LC to teach vocabulary.  Out of the responses from Finnish teachers, 5 only mentioned LC 
strategies, while the remaining 5 referred to both types of instructional strategies.  The responses 
from American teachers were also evenly split as 6 teachers reported using LC to teach vocabu-
lary,  and 6 used both LI and LC.    
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Figure 5.3.  Types of instructional strategies teachers reported using to teach vocabulary 
The teachers’ responses which described strategies that used vocabulary in isolation generally 
focused on practicing vocabulary terms through repetition.  In this case the objective of instruc-
tion is placed on the memorization, or pronunciation of the term.  This was done by playing 
games, direct instructional of a new term, and using assessment to promote the memorization of 
the terms.  In the case of these exercises, the student is expected to simply add a new word to his 
bank of knowledge without any connection to relevant content.  From the responses, it seems as 
if the teacher had specific lists of vocabulary words that the students were expected to learn. Ex-
amples of these responses from teachers are:   
1.  Children repeat the word after me. (F1q) 
2. Keywords on flashcards with pictures… (F3q) 
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3. Spelling words (U12i) 
In contrast to the examples above, teachers’ responses which described strategies that presented 
vocabulary in context generally seemed to focus on teaching relevant terms.  Many of the 
strategies reported teaching new vocabulary when it was needed in a specific context.  Teachers 
described how they introduced new words when they arrived in a certain topic or activity. In 
turn, the aim in these cases was on practicing or introducing vocabulary in an authentic manner; 
when it became essential.  These responses exhibit the manner in which vocabulary instruction 
can seamlessly connect to a purpose.  The purpose ranges from reading a text, and informal 
communication to application to another subject matter, such as science.  Examples of this type 
of instructional strategy used with vocabulary can be found in the teachers responses that follow:    
4.    We will select a text, read it and pick out specific vocabulary words to introduce to the stu-    
dents. (U1g) 
5.   Stop and explain new words as they arrive in conversation or lessons. (U2q) 
6.   We learn vocabulary that is relevant to teach unit of inquiry…in songs, games and role play. 
(F2q) 
7.   Read-aloud…talking about vocab words before and during…giving students motions to do 
when they hear the word. (U8q)  
8.   New science topics with vocabulary work. (F4q) 
9.   I have pulled words from stories I know that will be new or used in a new way. (U11i) 
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GRAMMAR 
The data gathered from the responses concerning grammar instruction show the highest variance 
between the United States, and Finland.  A majority of the teachers from Finland only mentioned 
strategies which presented grammar in context, whereas only one teacher from the United States 
was classified in the same category.  Most of the American teachers mentioned both language in 
context, and language in isolation strategies in regard to grammar.  In comparison with the 9 
American teachers that responded with LI and LC strategies, only 2 Finnish teachers gave simi-
lar responses.  Receiving the fewest responses, using only LI strategies to teach grammar was 
reported by only 2 American teachers. 
Figure 5.4.  Types of instructional strategies teachers reported using to teach grammar 
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The teachers’ responses which included instructional strategies that presented grammar in isola-
tion generally focused on the parts of speech.  It seemed that the curriculum objectives regarding 
grammar in the United States drove the direct instruction of specific parts of speech that were 
repeated frequently by teachers (i.e., nouns, verbs, adjectives).  Many of the strategies in this cat-
egory seemed to introduce a new concept for the first time.  Most of the teachers stated that they 
simple teach the students the new grammatical concepts directly when presenting it initially.  Ex-
ample of teachers responses which were categorized as teaching grammar in isolation are:  
1.  Explicitly teach nouns, articles, verbs, and other parts of speech.. (U2q) 
2. Expanding sentences, using adjectives, and verbs, pronouns. (U5q) 
3. Direct instruction on part of a sentence. (U8q) 
4. Tell students what nouns, verbs, adjectives are… (U7q) 
5. I have introduced the grammar rule to the class on the smart board and show them several 
examples and teach the rule… (U11i) 
The teachers’ responses which included instructional strategies that presented grammar in con-
text frequently described various ways that they integrate grammar into other subjects, or aspects 
of language after the concept had already been taught.  The aim in these cases was to practice the 
previously learned concept through different modes.  Many American teachers reported using 
writing as a way to get students to practice using the grammar they had been taught.  This focus 
on writing seemed to be a result of the objectives outlined in the curriculum which expects stu-
dents to be able to use basic grammar rules to write brief texts.  A majority of the teachers from 
Finland responded that they do not teach grammar explicitly in the first grade, but they may ex-
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plain simple concepts as they come up in context.  This is visible in the lack of specific instruc-
tional strategies that Finnish teachers reported using to teach grammar.  Examples of the re-
sponses from teachers that used language in context to teach grammar are:     
 6.   Translate grammar work to our own writing. (U2q) 
7.   Also after reading a story discuss parts of speech that was in the book. (U7q) 
8.   I tell them a story to introduce the new concept. (F5i) 
9.    Writing Conferences - students met with me to revise their writing pieces. (U10i) 
10.   We just use it, but don’t explain too much. (F8i) 
Most of the Finnish teachers who only mentioned strategies which taught grammar in context 
also noted that they do not teach much grammar in the first grade.  The specific concepts that 
they discuss with their pupils are generally introduced naturally through the use of common 
phrases, or by pointing out the differences in the structure of the Finnish, and English languages.  
For instance, they may call attention to the difference between singular, and plural nouns.  Many 
of the American teachers who mentioned instructional strategies using language in context, and 
language in isolation, discussed initially teaching the grammatical concept directly which is then 
followed by purposeful use of the concept in an activity, such as writing.              
SUMMARY AND DISCUSSION OF THE RESULTS ON INSTRUCTIONAL STRATE-
GIES 
Teachers in the United States, and Finland showed a preference towards the combination of the 
two types of instructional strategies which presented language in isolation, and in context.  This 
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result was also confirmed in the classroom observations that took place in both countries.  The 
teachers in both classrooms showed a preference for teaching language in the context of various 
topics.  The Finnish teacher who was observed presented plural nouns by using an activity in 
which the students worked in partners to repeat a conversation projected on the board about buy-
ing clothes.  In the American classroom, the students reviewed animal names, and life cycle vo-
cabulary in the context of a book, and the students’ research project.  Overall, 90% of Finnish 
teachers reported using language in context to teach the three elements of language previously 
discussed: phonological awareness, vocabulary and grammar.  Of the teachers in the United 
States, 67% reported using language in context to teach all three of the language elements.     
As discussed, the percentage of Finnish teachers who consistently used language in context 
strategies to teach English was higher than that of American teachers, though it was still the ma-
jority in both countries.  This discrepancy between the two countries could be accounted for by 
the curriculum provided at a national, or state level.  The Texas Essential Knowledge and Skills 
(TEA, 2014b) insists that teaching should be done in a meaningful way by integrating concepts, 
though no further description is provided.  The standards outlined in the Finnish National Core 
Curriculum (Finnish National Board of Education, 2004) present several broad objectives which 
align language elements to practical usage.   This may encourage first grade teachers to teach 
English in a more holistic manner, rather than isolating the different elements of the language.  
Among the contents that should be taught in foreign languages in the first grade in Finland are 
“everyday life, immediate environment, home and school”, according to the National Core Cur-
riculum (2004).  Given the few, and broad objectives for foreign language education in the first 
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grade, Finnish teachers may choose to use teach so that students gain interest, and enjoyment in 
the language. 
These findings, which favor instructional strategies that use language in content, are consistent 
with the ideas of interactionists.  One of the most common practical applications of the interac-
tionist approach is task-based focus on form (Mackey et al., 2012; Foster & Snyder Ohta, 2005; 
Skehan, 2003).  The essence of task-based learning is using interaction, and meaningful contexts 
to promote language development (Mackey et al., 2012).  The common feature of the instruc-
tional strategies categorized as language in context in this study is their focus on meaning, and 
practical application.  Teachers in the United States, and in Finland seem to hold similar beliefs 
about foreign language acquisition, and the purpose of language.  The majority of teachers re-
ported teaching English in ways that allow students to see the relevance of the language in the 
real world, which is also present in the emphasis placed on communication in the curriculum for 
both countries (Finnish National Board of Education, 2004; TEA, 2014b).            
I acknowledge that the small sample size of teachers could have influenced the results of the 
study.  A larger amount of data may have produced different results.  Another limitation of this 
study may have been the scope in which the data was collected.  Since it is impossible to gather 
data on every instructional strategy used by the teachers in their classroom, some relevant strate-
gies may have been omitted.  Teachers may have provided the minimum amount of information 
requested, which may have lead to the misrepresentation of the instructional strategies.      
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5.2  Multilingualism in the classroom 
One of the distinctive aspects of this research was the emphasis placed on multilingualism, espe-
cially present in the second research question.  All forms of data collection (questionnaires, in-
terviews, and observations) aimed to gain insight to the approaches taken in the United States, 
and Finland concerning multilingual classrooms.  The following section presents the results per-
taining to the second research question concerning multilingualism in first grade English lan-
guage classrooms.   
MULTILINGUAL, MONOLINGUAL, AND PLURALINGUAL CLASSROOMS 
In the beginning of this research the aim was to gather data on the instructional strategies used by 
teachers when faced with multilingual classrooms.  This specific type of classroom was defined 
as a group of students who spoke at least two different mother tongues (Council of Europe, 
2001).  Upon analysis of the data, it seemed that the line between a multilingual, and a monolin-
gual class could not be clearly defined, which is also suggested by several researchers (García & 
Sylvan, 2011; Smeds, 2007).  When teachers were asked specifically about strategies that they 
use, or would use with a group of multilingual students several teachers remarked that they 
would use the same instructional strategies as they would to teach any first grade class.  For ex-
ample, in response to the strategies that she would use with a multilingual class, one Finnish 
teacher (F7i) said, “I have to go more concrete than before, and show everything, but the same 
methods go hand in hand with my Finnish lessons”.  Other teachers were less explicit, but de-
scribed the same types of instructional strategies that would be relevant in any type of primary 
classroom environment, such as songs, actions, and games.     
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Finnish teachers’ comments about instructional strategies that they use to teach in a multilingual 
classroom are a reflection of an engaging learning environment that would facilitate all students’ 
learning.  
[Using] a combination of methods and theories. (F5i) 
I would do things pretty much the same way… (F6i) 
The same methods go hand in hand with my Finnish lessons, have pictures, movement and visu-
als if possible. (F7i)           
Making learning fun through songs, pictures, key words, interesting books… (F4q) 
American teachers’ comments about instructional strategies that they use to teach in a multilin-
gual classroom include many instructional modifications, which would also be beneficial to all 
first grade students. 
Consistency, clear expectations and good modeling.”(U9i) 
Using lots of pictures, verbal cues and gestures. (U10i)   
Lots of love, variety and repetition. (U4q) 
Tons of visuals and anchor charts, peer support and creating a classroom culture that makes 
them feel safe enough to fail and then try again. (U8q) 
The types of instruction mentioned in conjunction with multilingual classrooms can also be re-
garded as good practices in any primary school classroom.  This claim is supported by Hite et 
al.’s (2006) data on first grade teachers in Florida.  Hite et al. (2006) found that teachers fre-
quently used similar strategies with students learning English as a foreign language, and native 
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English speakers.  This commonality found between multilingual, and monolingual classrooms 
suggests that there are no distinct differences in the way that they are approached from an in-
structional standpoint.  It is difficult to define a multilingual classroom due to the fact that stu-
dents have such varied knowledge, and experience with languages.  This idea is present in the 
definition of a pluralingual leaner, which the Council of Europe (2001) defines as an individual 
that has, “a repertoire of languages and language varieties [and] competencies of different kinds 
and levels within the repertoire”.  A multilingual classroom may look very different in the United 
States than it does in Finland.  However, the students in a particular class in Finland are likely to 
have many different experiences with the English language than another Finnish class.  If one 
takes into account the multitude of language differences amongst students, it seems that the indi-
vidual would have more impact on instructional strategies than the makeup of the student body, 
which is also supported by many researchers (Scarino, 2014; Makalela, 2015; García & Sylvan, 
2011).  This provokes an interest in how teachers make decisions about their approach to foreign 
language instruction. 
APPROACH TO TEACHING 
One of the pieces of valuable information that was collected from the teacher interviews was a 
glimpse into the teachers’ approach to teaching.  Interviews can be particularly beneficial in 
gathering in-depth information from participants (Cohen et al., 2011, p. 409; Burke Johnson & 
Christensen, 2014, p. 233; Robson, 2002, p. 269).  Several of the overarching comments made by 
the teachers seemed to be a reflection of their theory on teaching, and learning.  These comments 
provided more insight into the reasoning behind their choice of instructional strategies.  All six 
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interviews conducted with Finnish teachers generated more theoretical remarks about teaching.  
Several of the teachers made comments about student readiness in regard to certain language el-
ements.  One teacher said that she “[does not] think that we should emphasize [phonetics] to 
much, they must realize it and try to imitate at this point” (F8i).  Whereas another teacher’s 
comment, in reference to grammar instruction, was “haven’t done it yet.  The kids are so small 
for that.” (F1q).  The additional commentary from Finnish teachers was a reflection of their be-
liefs on the importance of student readiness.  Although they encourage their students to interact 
with the language, they seem to give their students the choice of how they interact with it when 
they are developmentally ready.  As outlined previously, developmentally appropriate practices 
are emphasized in the Finnish national core curriculum (Finnish National Board of Education, 
2004), which may be one reason that the responses from Finnish teachers also reflect this belief.   
A number of teachers also made remarks about the importance of classroom culture.  One teacher 
from Finland commented that she “think[s] the only way to make [the students] start talking is to 
make them feel safe” (F7i).  This suggests that she believes that the oral progress of the student 
may not necessarily be based on the instructional strategies used, rather it is influenced by the 
environment in which they learn.  Other comments further implied that the teachers believe the 
students will begin to develop their language skills when they are individually ready, which is 
also exhibited in the Finnish national core curriculum (Finnish National Board of Education, 
2004).  Additionally, another Finnish teacher commented on developmentally appropriate prac-
tices by saying that “they will say these things when they feel comfortable enough, that’s impor-
tant, to get them to the comfort zone.” (F7i).   The teachers comments suggested that creating a 
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classroom environment which encouraged this type of natural growth was critical for the stu-
dents.  Trees (2013) came to a similar conclusion about the importance of creating a safe, and 
inviting environment for language development with a diverse groups of students.   
All of these comments made by the Finnish teachers were based on their personal beliefs about 
teaching, and learning instead of specific instructional strategies.  This suggests that their own 
theory on teaching, and learning plays a more significant role in the way that they teach than the 
choice of instructional strategies.  The idea that teachers’ develop their own theory of teaching, 
and learning, which they then apply to practical situations, is discussed by many researchers 
(Lunenberg & Hamilton, 2008; Brilhart, 2010; Maaranen & Krokfors, 2008; Lunenberg, Ponte, 
& Van de Ven, 2007).  Elba (as cited in Stenberg, Karlsson, Pitkaniemi, & Maaranen, 2014, p. 
207) defines a teacher’s practical theory as “the complex set of understandings which teachers 
actively use to shape and direct their teaching”.  In his study on pre-service teachers, Brilhart 
(2010, p. 172) found that teacher eduction, as well as personal experiences, influenced the teach-
ers own outlook to teaching, and learning.  Therefore, he argues that teacher self-reflection is 
crucial in understanding how one is influenced by past experiences.  Lunenberg et al. (2007, p. 
18) summarizes this idea by stating that “theory and practice are seen as two sides of the same 
coin”.  The integration of theory and practice is viewed as an important part of Finnish teacher 
education (Maaranen & Krokfors, 2008).  In a study conducted with student teachers in Finland, 
Maaranen and Krokfors (2008) discovered that students found the master’s thesis to be benefi-
cial, and useful, particularly because of their personal interest in the topic.  They concluded that 
the research-based approach to teacher education was successful in integrating theory, and prac-
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tice.  (Maaranen & Krokfors, 2008, p. 218-219.)  This aspect of Finnish teacher education could 
explain why teachers seemed to rely on their personal practical theory of teaching, instead of de-
pending on specific instructional strategies.             
In order to illustrate the difference between Finnish, and American teachers in regard to their ap-
proach to teaching, the percentage of teachers that referenced a broader understanding of how 
students learn is presented in figure 5.5.  Of the Finnish teachers, 55% described an aspect of 
their overall teaching approach, while 25% of American teachers did the same.  The comments 
included ones about classroom culture in which the teacher referred to the establishment of an 
environment that is conducive to language learning.  For instance, creating an environment 
where children are taught to respect each others differences.  Also included were the comments 
which made reference to the natural development of the child as a language learner.  One Ameri-
can teacher said that she helped her students by “building trust - it is okay to make a mistake 
when we’re trying to say something we’re not sure how to…” (U10i).  
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Figure 5.5. Percentage of teachers who described their approach to teaching 
Due to each students’ individual repertoire of languages (Council of Europe, 2001; Shiels, 2010), 
it is seemingly impossible to prescribe particular strategies to a group of students, especially out 
of context.  Therefore, the practical theory of learning, and teaching (Maaranen & Krokfors, 
2008; Lunenberg & Hamilton, 2008; Stenberg et al., 2014) plays a greater role in addressing an 
individuals’ needs.  In this respect, it seems there should be more focus on a teacher’s approach 
to teaching than on the instructional strategies that they choose.  The comments of the Finnish 
teachers suggest that they have a greater understanding of the reasoning behind the instructional 
decisions they make.  The decisions that they make seem to be based on the individual situation 
and student, therefore it is difficult to answer broad questions about the strategies that they use 
outside of the exact circumstance.  When asked how she encourages her students to speak in 
English, one Finnish teacher (F5i) responded, “it’s about personality, I try to encourage them and 
begin with support”.  Having a solid theoretical background, which can be applied in practice, 
Pe
rc
en
ta
ge
 o
f t
ea
ch
er
s
0%
25%
50%
75%
100%
Teachers by country
Finland United States
    !83
allows the teachers to be more flexible in teaching so that they are not confined to a particular 
type of situation, or group of students.  Maaranen and Krokors, (2008, p. 207) view teacher re-
search as beneficial in helping teachers approach future problems that arise in teaching.  By un-
derstanding how students learn they seem to be able to adapt their instructional choices to differ-
ent types of situations.  Teachers may continually acquire new methods, and use them flexibly in 
the classroom because they have the ability to use their practical theory as a foundation.                               
The limitations to this research study are the amount of teachers who contributed to the data, and 
the data collection methods.  The teacher interviews led to more detailed information about the 
instructional strategies that were used, and frequently elicited responses regarding their approach 
to teaching.  The interviews also allowed me, as the researcher, to follow up with additional 
questions to clarify certain aspects of the responses.  Since there was a discrepancy in the num-
ber of teachers interviewed in the United States, and Finland, this could also account for some of 
differences in results.  The questionnaires may have also been limiting in the amount, and quality 
of information collected which could have been affected by possible misunderstandings, or con-
fusion of the questions.              
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6  CONCLUSION 
6.1  Summary of results 
The results of this research indicate that teachers in both the United States, and Finland view in-
structional strategies that present language in context as essential to language development.  The 
data also led to the conclusion that the definition of a multilingual classroom is far more complex 
than my previous interpretation suggested.  Students in these classrooms would more accurately 
be defined as pluralingual, by having multiple languages at their disposal (Council of Europe, 
2001).  Therefore, classrooms could more aptly be defined by García and Sylvan’s (2011) con-
cept of a singular plurality.  Considering this reality in most classrooms it would be difficult, if 
not impossible, to identify instructional strategies that are effective with each type of classroom.  
Furthermore, the results suggest that teacher’s choice of instructional strategies is driven by their 
own practical theory.  The chosen strategies are based on the individual students, and each 
unique situation, rather than an arbitrarily defined group.             
6.2  Implications of the results 
The aim of this research was to determine the similarities, and differences in EFL instructional 
strategies between multilingual classrooms in the United States, and Finland.  Upon analyzation, 
the data presented both predictable, and unexpected results in regard to the approaches used in 
foreign language teaching in the first grade.   
As previously stated, the data collected from this study took on a story of its own throughout the 
entire research process (see figure 5.1).  I, as a teacher and a researcher, approached the study 
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with an open mind, which led to an increased level of understanding, and development both per-
sonally, and in the results of this particular research.  Jyrhämä, & Maaranen (2012, p. 98) refer to 
an “inquiry-oriented teacher” as one that is able to “integrate theoretical and practical knowl-
edge, and based on them, form a continually developing personal practical theory”.  During the 
span of this research, my personal practical theory has continued to change, mold, and expand to 
order to incorporate further knowledge, and understanding.  Niemi, & Nevgi (2014, p. 133) argue 
that it is essential for teachers as researchers to use research as a means to advance teaching, as 
well as learning.  Through this study, I, as a teacher researcher, have done just that.                     
From continuous analysis, the results showed that teachers in both countries used instructional 
strategies which connected content with relevant contexts.  This could be explained by an in-
crease in globalization, thus an increase in the need for communication, and practical language 
use.  It seems that teachers in the United States, and Finland have responded to this demand, 
which is reflected in their instructional strategies.   
According to the results of this study, it is highly complicated to specify instructional strategies 
used to teach in multilingual classrooms since the factors which create a multilingual classroom 
can vary immensely.  The instructional strategies used by teachers in many different classrooms, 
including traditional multilingual, and monolingual classrooms, are largely comparable.  In turn, 
multilingual/multicultural classrooms should be regarded for their additional benefits rather than 
an additional challenge.  The unique experience that each individual child adds to the classroom 
should be used to enhance the learning environment for all students (Makalela, 2015; García & 
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Sylvan, 2011).  Multilingual, and multicultural classrooms are no longer exceptional in schools 
around the world; in fact, pluralingualism is the norm (Smeds, 2007).  Acknowledging that these 
classrooms do not require a specific set of instructional strategies (Hite et al., 2006) should war-
rant a change in attitude towards the valuable aspects of multiculturalism in schools (García & 
Sylvan, 2011).  To better understand the positive aspects of multiculturalism in classrooms, it 
would be beneficial for future research to investigate teachers’ beliefs, and attitudes towards mul-
ticulturalism, and multilingualism in the classroom.  Gathering data on teacher’s beliefs may 
provide insight into individual ideas, and their affect on the classroom environment, and stu-
dents’ language competence.      
Additionally, a greater conclusion was drawn about the underlying teaching approaches of teach-
ers in Finland.  The Finnish teachers seemed to approach teaching through a philosophical lens, 
placing more importance on individual learning processes than the instructional strategies.  They 
seemed to have a more difficult time answering questions about overarching strategies that they 
used in the classroom because they were highly dependent on the individual student, and situa-
tion.  I believe that Finnish teacher education influences teachers in this way.  Through extensive, 
and highly uniform education which emphasizes the connection between research, practice, and 
theory, teachers are able to develop their own practical theories.  Their practical theories, in turn, 
are the driving force behind every decision that they make in the classroom.  The instructional 
strategies that they choose are a product of the interaction between their practical theory, specific 
situations, and individual students.  Therefore, it is a reasonably complex question to ask teachers 
about the instructional strategies that they use in the classroom.  This complex process of the de-
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velopment of one’s practical theory of teaching, and applying it to practical situations is illustrat-
ed in figure 6.1.           
Figure 6.1. Teachers’ process of generating instructional strategies through a personal practical 
theory 
One implication of the results of this study would be more emphasis placed on theory during 
teacher education, rather than practical information.  A concrete understanding of the theory of  
education seems to allow teachers to address a greater amount of situations that arise with differ-
ent students, thus allowing them to be more flexible in their teaching.  The ability to draw upon 
one’s practical theory in regard to how students learn may allow teachers to be more effective in 
facilitating students’ language development overall.  The concept of pluralingualism among stu-
dents is a relatively recent, but increasingly relevant concept that applies to practically all class-
rooms.  It seems that focusing on the a teacher’s practical theory, instead of instructional strate-
gies, would be more valuable in addressing various teaching situations.  Teachers would be better 
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equipped to facilitate learning in novel circumstances because they could rely on their practical 
theory to develop new strategies.  Without a strong understanding of the theory of teaching, and 
learning, teachers are restricted to their knowledge of particular skills, and strategies.  Once they 
exhaust all of the strategies in their repertoire, they may find it extremely challenging to develop 
new strategies based on the circumstances.  In this situation teaching is driven by instructional 
strategies, however, this should not be the case; rather it should be based on individual learning.  
Teaching is not a skill; it is the interaction between theory, and practice that must be investigated, 
challenged, developed, and applied as the foundation from which instruction is generated.       
6.3  Possible research topics 
In order to develop greater understanding about promoting pluralingualism in students, further 
research should be conducted on the interaction between teacher education, practical theory, and 
instructional choices.  It would be valuable to conduct research on teachers’ practical theory, and 
its influence on teaching in the United States.  This research would be especially interesting to 
compare teachers who have taken different routes to becoming a teacher, for instance, university 
educated teachers, and alternatively certified teachers.  The results would be valuable in develop-
ing teacher education programs around the world.        
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Classroom Observation Document 
Date: 
Country: 
Grade: 
Time Observed: 
WHO  
How many students are in the class?  
How many native languages are represented in the class? 
WHAT 
What behaviors occur regularly? 
What activities are the students engaged in? 
What is the teacher doing? 
What resources are being used by the teacher? 
What resources are being used by the students? 
How are the activities organized?  
How are the activities explained? 
What differing social contexts can be identified? 
What is the nature of interaction between teachers and students?  
Who is making the decisions about activities?  
What is the context of students and teachers conversations? 
APPENDIX 1: Classroom Observation Document    !103
What subjects are being taught? 
What verbal and nonverbal languages do they use for communication? 
What formats do the conversations follow? 
WHERE 
Where is the location of the lesson? 
What is the physical set-up of the room? 
How does the group use the space allocated? 
What sights/sounds are found in the context? 
WHEN 
When does the group meet? 
How often are the meetings? 
How does the group use the time allocated? 
HOW 
How are the identified elements connected or interrelated from a researcher's perspective? 
How are the identified elements organized? 
What are the rules and norms in this context? 
How is power conceptualized and distributed?  
APPENDIX 2: Observation Consent Form    !104
OBSERVATION CONSENT FORM 
Strategies for Teaching in a Multilingual Classroom 
Background Information: 
The purpose of this study is to gather information on strategies used to teach foreign languages in 
multilingual classrooms.   
Procedures: 
In you agree to participate in this study, the researcher will observe a first grade English lesson.  
The researcher will take notes during the observation time about information that is relevant to 
the nature of the study.  The researcher will also ask the teacher some factual questions about 
structure of the English lessons.  
Voluntary Nature of the Study: 
Your participation in this study is completely voluntary.   
Risk of Being in the Study: 
There are no risks associated with participating in this study. 
Compensation: 
There will be no compensation provided for your participation in this study.   
Confidentiality: 
The identity of the teacher and students being observed, as well as the identity of the school, will 
not be disclosed in this research.  The researcher will only use non-identifying information in the 
study: city and country of observation, age of students, native languages and language of 
instruction and number of years teacher has taught.          
Contacts and Questions: 
Meredith Scoggins, the researcher conducting this study, is a masters student at the University of 
Eastern Finland.  In the event that you have any questions about the research, you may contact 
her by e-mail meres@student.uef.fi or the supervising professor, Ritva Kantelinen, 
ritva.kantelinen@uef.fi.    
Statement of Consent:   
 □  I have read the above information and I consent to participate in the study.   
Printed Name of Participant:____________________________________________________ 
Participant Signature:__________________________________________________________ 
Date: ________________________________________________________________________  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E-Lomake Questionnaire 
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E-Lomake Questionnaire cont. 
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E-Lomake Questionnaire cont.  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E-mail sent to questionnaire participants 
Dear ____________, 
  
  
My name is Meredith Scoggins and I am working on my master’s thesis in early language educa-
tion at the University of Eastern Finland.  As part of my research, I am asking first grade English 
teachers to fill out a short questionnaire about their teaching practices.  The questionnaire should 
only take about 20 minutes to complete.  Your participation would be greatly appreciated and it 
would provide valuable insight into foreign language teaching today. 
  
To complete the questionnaire simply click on the following link:  
https://elomake.uef.fi/lomakkeet/9875/lomake.html 
  
Again, I thank you for your participation and help in this endeavor.  If you have any questions or 
comments please feel free to contact me at meres@student.uef.fi.  
  
  
Best regards, 
  
Meredith Scoggins 
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Teacher Interview Form 
Date:  
Time: 
GENERAL INFORMATION 
What country do you or have you teach/taught in? 
Have you taught first grade in the last 10 years? 
How many years did you teach first grade? 
During the time that you taught first grade, did you have any ELL students in your class? 
In what countries have you taught in? 
What is your educational background? 
TEACHING ENGLISH AS A FOREIGN LANGUAGE 
Please tell me some of the ways that you taught/teach phonemic awareness to your first grade 
students. 
Please tell me some of the ways that you taught/teach vocabulary to your first grade students. 
Please tell me some of the ways that you taught/teach grammar to your first grade students. 
Please give me some examples of how you encouraged oral interaction amongst students in your 
classroom. 
Do you every incorporate writing and oral skills in the classroom? How so? 
If a student was struggling with expressing himself/herself orally, how would you help him/her? 
In your opinion, what are some of the most effective ways to teach a foreign language to first 
graders in a classroom where the group of students has more than one native language?
